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ABSTRACT 
 
It is widely accepted in the ESOL field that Extensive Reading is good for ESOL 
learners and there are many studies purporting to show that this is true. As a result, 
the publication of Graded Readers in English today is a major commercial concern, 
although David Hill (2008, p. 189), former director of the Edinburgh Project on 
Extensive Reading, in his most recent study of Graded Readers, comments that they 
DUHEHLQJSURGXFHG¶LQDKRVWLOHFOLPDWHZKHUHH[WHQVLYHUHDGLQJLVOLWWOHYDOXHG
pUDFWLVHGRUWHVWHG·+RZHYHUDQHFGRWDOHYLGHQFHIURPWHDFKHUVDQGUHVHDUFKHUV
claims that learners do not read anywhere near the recommended one Graded 
Reader a week prescribed by Nation and Wang (1999, p. 355) to provide the 
necessary amount of comprehensible input for increasing  vocabulary. If these claims 
DQG+LOO·VFRPPHQWDUHWUXHWKHUHPD\EHDPLVPDWFKEHWZHHQWKHNLQGRIUHDGLQJ
material produced for learners of English and the nature and teaching of the texts 
currently recommended by teachers and librarians. Such a situation would not only 
be a huge waste in terms of resources;; it could also lead to the alienation of 
generations of English learners from a potentially valuable means of improving and 
enjoying language learning. 
 
My study investigates this discrepancy by looking at the perceptions of the main 
stakeholders in Graded Readers, namely the publishers, the judges and academics, 
the teachers and the learners, to see how they differ and why.  As each population is 
different, the methodologies used in the study are various, making for an approach 
WKDWFDQEHGHVFULEHGDV¶EULFRODJH·(Lincoln & Guba, 2000a, p. 164). At the heart of 
the study are five case studies of learners, set against the backdrop of data gathered 
from all the stakeholders.  As the results indicate that the purpose of the reading 
appears to govern the perceptions of the individual learner, I found Louise 
5RVHQEODWW·V(Rosenblatt, 1978) Transactional Theory of Reading Response was an 
appropriate framework within which to interpret the data. 
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 1 
 
1 INTRODUCTION 
 
Learners of any language need exposure to that language: Krashen (1988, p. 9) calls 
this comprehensible input.  The amount required and the ratio of input to output 
KDYHEHHQGLVSXWHGHYHUVLQFH.UDVKHQ·V,QSXW+\SRWKHVis was proposed, and 
Larsen-­Freeman (2000, p. 167) notes the divergent opinions in Second Language 
Acquisition (SLA)  UHVHDUFKUHJDUGLQJ¶WKHVXIILFLHQF\RIFRPSUHKHQVLEOHLQSXW·
Gass (1997, p. 1) UHPDUNV¶,WLVWULYLDOWRSRLQWRXWWKDWno individual can learn a second 
language without input of some sort·but the fact that this seems obvious, and therefore 
almost unnecessary to point out, does not detract from the truth of the statement.  
However, what is less obvious is the amount of input that constituteVD¶VXIILFLHQF\·
and how this can be made readily available to learners.  Nuttall (1996, p. 128) 
famously asserts ¶WKHEHVWZD\WRLPSURYH\RXUNQRZOHGJHRIDIRUHLJQODQJXDJHLV
to go and live among its speakers.  7KHQH[WEHVWZD\LVWRUHDGH[WHQVLYHO\LQLW·
But living among speakers of the target language may not always result in 
understanding, or learning.  Shy learners may not make the most of opportunities to 
talk with native speakers.  In class, speech is usually modified by teachers to suit 
learners, but learners do not spend their whole lives in class.  However, extensive 
reading (ER), the other method of being exposed to the English language 
recommended by Nuttall, is possible at any time, and does not need helpful native 
speakers prepared to modify their language to the needs of the learner. Graded 
Readers (GRs), texts written in simplified English so that learners can understand 
them, might therefore seem to be ideal materials for learner reading.  Yet anecdotal 
evidence suggests that learners do not read much extensively, and it seems odd, that 
ER, and GRs as part of it, appear to be comparatively under-­used by learners of 
English as a second (ESL), or foreign (EFL) language.   
 
The starting point for this particular study was the realisation that, in a tertiary 
college in New Zealand specialising in teaching ESL learners, there was a very well-­
equipped library containing about 1000 GRs, which, according to the library records 
and also according to anecdotal evidence from teachers and learners, were not 
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borrowed very much.  Yet it is widely agreed by teachers and academics in the 
world of English teaching to speakers of other languages (ESOL), that ER is 
beneficial to language proficiency development.  Although a major focus of the 
ESOL learners at the college is to improve their English, they do not seem to read 
extensively.   It is the apparent resistance to reading that suggested the need to 
investigate the perceived discrepancy between what was desirable: plenty of 
extensive reading, and what appeared to actually be happening: very little extensive 
reading. 
 
Initially, I wondered if the GRs themselves were to blame.  Honeyfield (1977), 
Swaffar (1985), and more recently, Crossley et al (2007) all suggest that simplified 
readers do not help L2 learners to improve their reading because they flatten and 
homogeniVHDWH[WIRUFLQJOHDUQHUVWRGHYHORS¶UHDGLQJVWUDWHJLHVWKDWDUH
LQDSSURSULDWHIRUUHDGLQJXQVLPSOLILHG(QJOLVK·(Honeyfield, 1977, p. 431).  If this 
ZHUHVRWKHQUHDGLQJ¶LQDXWKHQWLF·(QJOLVKPLJKWPLWLJDWHDJDLQVWDOHDUQHU·V
capacity, and perhaps, therefore, her motivation to read extensively in English, 
because it would not exercise the necessary skills to practice this.  But in my own 
study on authenticity (Claridge, 2005),VKRZWKDWLQD¶JRRG· GR, measured using 
OLQJXLVWLFIHDWXUHVVXFKDVGLVFRXUVHPDUNHUVUHGXQGDQF\FROORFDWLRQVDQGDXWKRU·V
LQWHQWWKHHVVHQWLDOIHDWXUHVRI¶QRUPDO·(QJOLVKFDQEHSUHVHUYHG,QDQ\FDVHWKHUH
is currently such a large number of GRs on the market, produced by so many 
different publishers, that to suggest from a few examples that the genre as a whole is 
unsatisfactory is not a logical deduction.    So it seemed that the problem of learners 
not reading was unlikely to lie only in the fact that they were being given simplified 
literature to read instead of authentic texts.  There were clearly factors in addition to 
WKHWH[WVWKHPVHOYHVWKDWZHUHDIIHFWLQJWKHOHDUQHUV·DWWLWXGHVWRUHDGLQJ,WVHHPHG
to me that some of these factors might be related to the perceptions of the learners, 
teachers and others involved in the area of GRs regarding the actual purpose of these 
texts.  If the GRs appeared to serve their perceived purposes, then presumably they 
ZRXOGEHFRQVLGHUHG¶JRRG·  It might be assumed that if teachers and learners, for 
LQVWDQFHH[SHFWHGD*5WRHQKDQFHOHDUQHUV·NQRZOHGJHRIJUDPPDUDQGYRFDEXODU\
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and if it fulfilled this purpose, teachers and learQHUVZRXOGWKLQNLWZDV¶JRRG· and 
learners would read it.  But there could be other purposes associated with reading 
GRs, such as imparting cultural knowledge or even the provision of a good story, 
which would also affect the perception of the value of the texts, and therefore the 
willingness of the learners to read them.  In fact, the description of D*5DV¶JRRG·
suggests an assumption on my part that the epithet will mean the same to everyone 
ZKRUHDGVLWEXWFOHDUO\WKLVLVQRWVRP\RSLQLRQRID¶JRRG·WH[WIRUOHDUQHUVZDV
not the same as that of Honeyfield, Swaffar and Crossley, partly because their 
perception of the purpose of GRs was not the same as mine, and partly because they 
were viewing GRs from the perspective of the native speaker.  There are, in fact, 
several distinct groups of people who have vested interests in GRs, and each one, 
and possibly each individual in each group, may have a different idea as to what is 
¶JRRG·,QRUGHUWKHUHIRUHWRREWDLQDEURDGDQGXVHIXOSLFWXUHRIZKDWPLJKWEHWKH
most motivating and useful reading material to present to the learner, I decided, in 
this study, to investigate the different perceptions of each of the four main 
stakeholder groups interested in GRs. 
 
 In this study I shall call these groups the stakeholders, and they are as follows: 
1. The producers of the GRs;; the publishers and writers of the materials 
2. The teachers and librarians who usually select and buy the texts 
3. The judges and academics whose opinions may influence teachers and 
librarians 
4. The learners themselves 
 
By examining the perceptions of the stakeholder groups, and comparing them, it 
was my aim in this study to describe the broad environment in which ER and GRs 
are used, and by tracking a group of GR users, some learners, over a twenty month 
period, it was my intention to show these learners in context: if and how their 
perceptions changed and how the context informed these changes.  An analysis of 
the interaction between learners and the contextual factors created and modified by 
the other stakeholders should then provide a broader picture of ER and GRs, which, 
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it is hoped, may increase awareness of the purposes of ER and how its practice by 
learners may be augmented.  
 
In order to answer the question of what exactly makes a good graded reader, the 
study had to address the perceptions of all groups of stakeholders, but a global 
study of all was outside the scope of a single doctoral thesis.  Instead of a large-­scale 
quantitative research programme, it was decided to pursue a more ethnographic 
path.  To unify the context, and for the sake of convenience, the learner and teacher 
stakeholders were both drawn from the tertiary institution in New Zealand where I 
work.  The academic opinions were drawn from the literature available, the 
perceptions of judges were taken from the Extensive Reading Foundation website, 
and the perceptions of publishers were gathered by interviewing commissioning 
editors from four of the main ESOL publishers. 
 
The main body of this study is divided into three main parts: Chapters 1 to 3 
describe the background and the methodology, and Chapters 4 to 7 describe and 
analyse the results of the investigation.  In Chapters 8 and 9 the results are discussed, 
a conclusion is drawn, and pedagogical implications and recommendations for 
future research are made.  
 
In Chapter 2, this study first reports briefly on the historical, sociological and 
psychological background of ER, and the changing environment in which it has 
operated over the last century and the beginning of this one.  In particular I explain 
KRZ5RVHQEODWW·V(1986) Transactional Theory of Reading Response fits with theories 
RIODQJXDJHDFTXLVLWLRQDQGKRZLWFDQEHXVHGWRH[SODLQ/OHDUQHUV·UHVSRQVHVWR
what they read.  Accounts of ten Extensive Reading Programmes (ERPs) are then 
JLYHQDQGHYDOXDWHGDFFRUGLQJWRKRZIDUWKH\UHIOHFW'D\DQG%DPIRUG·V(2002) 
Ten Principles of Extensive Reading.  
 
Chapter Three explains the various methodologies used to gather data revealing the 
VWDNHKROGHUV·GLIIHUHQWSHUFHSWLRQVRI*5V 
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In Part Two, Chapter Four describes the perceptions of four producers of GRs, four 
major publishers of ESOL materials. Chapter Five details the perceptions of thirteen 
teachers at the college where the study took place, and Chapters Six and Seven 
describe the perceptions of particular cohort of learners at that college.  
 
In Part Three, Chapter Eight discusses the results of the investigation, and Chapter 
Nine includes some conclusions, pedagogical implications and recommendations. 
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2 A BRIEF HISTORY OF EXTENSIVE READING AND GRADED 
READERS IN THE EXTENSIVE READING CONTEXT 
 
2.1 INTRODUCTION 
In this chapter I provide a historical background to Graded Readers (henceforth 
GRs) and to their use in Extensive Reading (ER) for ESOL learner readers. I show 
how, as a result of the changing philosophical and psychological positions obtaining 
in the 20th century, the pedagogical climate began to change, and how one facet of 
this shift during the late 1960s and 1970s was the waning in popularity of the 
grammar translation and the audio-­lingual methods in ESOL (English for Speakers 
of Other Languages) teaching, giving way to the ascendancy of a broad band of 
methods collectively termed communicative.   Under the communicative umbrella, 
student-­FHQWUHGWHDFKLQJEHFDPHPRUHDFFHSWDEOHDVIHZHUWHDFKHUVFKRVHWR¶GHOLYHU·
lessons exclusively from the front of the class. More importance was placed upon 
how and what the student could learn outside the classroom, as well as inside, and 
one of the results of this was that ER gained credence as a teaching tool.  This in turn 
led to an increase in the production and use of GRs.  For more detailed reasons 
behind these pedagogical changes I first give an overview of ER in relation to the 
GLIIHUHQWSDUDGLJPVLQ/DQJXDJH$FTXLVLWLRQ/$WKHRU\DQGORRNDW.UDVKHQ·V
Input Hypothesis in its historical context, and its critics and pedagogical offshoots.  I 
DOVRSUHVHQW5RVHQEODWW·V7UDQVDFWLRQDO7KHRU\RI5HDGLQJ Response as a possible 
PHWKRGRIXQGHUVWDQGLQJOHDUQHUV·DQGWHDFKHUV·UHVSRQVHVWRLQSXWE\H[WHQVLYH
reading, within a socio-­cultural paradigm. 
 
I then look more closely at attitudes to ER and Graded Readers (GRs),  and examine 
in particular some examplHVIURPWKHOLWHUDWXUHRIWHDFKHUV·DQGDFDGHPLFV·
perceptions of Extensive Reading, and of Graded Readers as examples of materials 
read.  I provide some definitions of ER, to demonstrate that there is no single 
conception of what educators have in mind when they use the phrase. I follow this 
with a review of several extensive reading programmes (ERPs), which all differ in 
their methods of implementation and in the emphases they place upon the materials 
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used.  I then look at accounts of  GRs as reading matter.  I use the paucity of research 
into the reasons behind the perceived lack of reading by second language learners to 
provide a rationale for my study.    
2.2 OVERVIEW 
My study stems from the conviction held by some language teachers and researchers 
(Day & Bamford, 1998, p. 5;; Nation, 1997) (Nuttall, 1996, p. 127) (Takase, 2007), 
(Irvine, 2008), that ER is invaluable in improving second language proficiency, and 
that for second language learners, GRs can be a major source of ER reading material 
(Bamford, 1984;; Hafiz & Tudor, 1990;; Hill, 2008;; Mohd-­Asraf & Ahmad, 2003).  This 
conviction derives in part from KrasKHQ·V(1987, p. 10) five hypotheses concerning 
second language acquisition,  which, since their proposal in the 1980s, have 
influenced the ESOL world, and caused not a little controversy.  In particular, the 
Input Hypothesis has attracted considerable support, evident in the number of ERPs 
(Extensive Reading Programmes) which use it to justify their existence, but, chiefly 
because it contends that input alone is necessary for language acquisition (LA), it has 
also given rise to much criticism. An alternative theory, the Output Hypothesis, has 
been proposed by Swain (1985, pp. 248-­249), which claims that comprehensible 
output, at least as much as comprehensible input, is essential for LA.  These 
opposing hypotheses have given rise to various theories regarding the most effective 
second language acquisition methodologies.   
 
To add to the controversy, further research into the ways in which output functions 
have broadened the field to include additional paradigms, and positions are 
constantly being redefined.  A purely cognitive view of second language acquisition 
VXFKDVZDVLQKHUHQWLQ&KRPVN\·V(1966, p. 17) treatise on syntactic structures, was 
found to be inadequate by the socio-­culturalists.  The socio-­cultural theory of 
language acquisition, as expounded by Lantolf  (2000) and deriving from the work of 
Vygotsky, is based on the theory that the mind is mediated, and language is one of 
the tools which effects this mediation.  According to this, language input both affects, 
and is affected by the cultural context in which it operates. Pica (2002) and Swain 
(2005) both use the concept of mediated output in their explanations of second 
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language acquisition (SLA).  Gass (1997, p. 4) DOVRKDVDQRWLRQRI¶DSSHUFHption·
which is not subliminal, but is ¶DQLQWHUQDOFRJQLWLYHDFWLQZKLFKDOLQJXLVWLFform is 
related to some bit of existing knowledge,·DQG thus culturally mediated. Swain 
(2005) has modified her earlier approach to output, initiaOO\GHILQHGDV¶ZKDWWKH
OHDUQHUV\VWHPKDVOHDUQHG·WRRXWSXWDVDFWXDOO\EHLQJSDUWRIWKHODQJXDJH
acquisition process, through its modification by negotiation with other learners and 
with teachers. This socio-­cultural viewpoint has introduced the notion of language 
DVDPHGLDWLQJWRROZKLFKFDQUHIRUPXODWHRQH·VPHQWDOV\VWHP(Lantolf, 2000).  
5RVHQEODWW·V(1986)  Transactional Theory of Reading Response  anticipates the socio-­
cultural position and argues that texts have no intrinsic meaning, but readers arrive 
at unique meanings or evocations through a process of transaction with the texts. I 
will use this theory, discussed in detail in 2.5, to point the way to an understanding 
RIWKHIDFWRUVZKLFKPD\PHGLDWHOHDUQHUV·UHVSRQVHVWRZDUGVWKHVHFRQGODQJXDJH
input they receive, specifically in the context of reading.   
 
There are clearly many lenses through which SLA can be viewed, depending upon 
perception of the relative importance of input and output, and upon how input and 
output are arrived at and understood.  However,  Larsen-­Freeman (2000, p. 174), by 
urging that researchers ¶>FRPH@WRWHUPV with our differences ² not so that we all 
DJUHHEXW«VRWKDWWKHFRPSOH[LW\RIWKH6/$SURFHVVDQGOHDUQHUVLVGXO\
UHVSHFWHG·suggests that the cognitive and socio-­cultural paradigms in SLA  do not 
need to be mutually exclusive.  Indeed, neither paradigm detracts from the view that  
reading in the second language, as Nuttall (1996, p. 128) says, is one way of 
providing input.  
 
It seems there is a range of opinions which surrounds, not so much the value of 
input versus output in language acquisition, but the ratio in which they are required.  
This diversity is reflected in the opinions on the efficacy of ER as a learning tool, and 
the differing understandings and applications of intensive and extensive reading 
programmes by ESOL teachers.   However, in this study I do not intend to focus on 
the success or failure of any particular methodology, but rather on the attitudes of 
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the stakeholders in ESOL education towards reading, and towards the reading 
materials, especially the GRs, being used.  The teaching methodologies are important 
here only to the extent to which they affect these attitudes.   
2.3 HISTORICAL BACKGROUND AND CLIMATE: A BRIEF VIEW OF 
THE HISTORY, PHILOSOPHY AND PSYCHOLOGY OF LANGUAGE 
LEARNING IN THE 20TH CENTURY 
2.3.1 Historical Background 
Politics and the social climate during the Second World War years and their 
immediate aftermath created a new demand for specialists proficient in certain 
languages and conversant with related cultures, and this need had an impact on 
traditional language tHDFKLQJPHWKRGV$V%URZQUHPDUNV¶:RUOG:DU,,EURNH
RXW«KHLJKWHQLQJWKHQHHGIRU$PHULFDQVWREHFRPHRUDOO\SURILFLHQWLQWKH
languages of both their allies and their enemies.  The US military provided the 
impetus with funding for special, intensive language courses that focused on the 
DXUDORUDOVNLOOVWKHVHFRXUVHVFDPHWREHNQRZQDV«««WKH$UP\0HWKRG·(H. 
D. Brown, 1994, p. 71).   Later, the post-­war shift in the global balance of power led 
WR¶H[WHQVLYHSRVW-­war movements of people and cross-­cultuUDOFRQWDFW·ZKLFK
meant that teaching of second languages was expanding rapidly to new groups of 
learners. The British government through its instrument, the British Council, played 
an important role in promoting English teaching to non-­native speakers from the 50s 
onwards: Howatt (1984, p. 218) quotes a government white paper of 1957 as saying: 
¶7KH*RYHUQPHQWDWWDFKWKHKLJKHVWLPSRUWDQFHWRWKHFDUHRIVWXGHQWVZKRFRPHWR
this country from the Commonwealth and from foreign countries, and to the 
WHDFKLQJRI(QJOLVK·7KXVWKHWHDFKLQJRI(QJOLVKWRVSHDNHUVRIRWKHUODQJXDJHV
(TESOL) burgeoned into a vast academic and commercial enterprise after 1945. 
There were also political requirements for the effective teaching of languages other 
than English;; during the Cold War large numbers of linguists were trained both in 
the US and Europe for espionage purposes, and this trend continues today. This 
demand led to a huge increase in the production of language teaching materials, 
including GRs, in both English and other languages;; for example the production of 
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GRs in Russian, German and other European languages spearheaded by Robert 
0D[ZHOO·V3HUJDPRQ3UHVV, in association with Bradda Books of Copenhagen.  
 
2.3.2 Philosophical and psychological background 
The opposing psychological stances regarding language learning, posited by Skinner 
and Chomsky dominated the middle part of the century.  Although they are very 
different, these positions are alike in that their theories of language acquisition do 
QRWWDNHFRQWH[WRUDIIHFWLQWRDFFRXQW6NLQQHU·V%HKDYLRXULVW/HDUQLQJ7KHRU\
described in his Verbal Behavior  (Skinner, 1957),  saw all learning as a result of habit 
formation acquired by the reinforcement of a stimulus-­response connection, a simple 
two-­way operation, and was a dominant psychological theory from the 40s to the 60s.  
His theory led to the audio-­lingual method of language teaching, which, as related in 
2.3.1, was used widely during the 1939-­1945 World War, and immediately 
afterwards.  But it was energetically refuted by Chomsky (1959) LQKLV¶5HYLHZRI%)
6NLQQHU·V9HUEDO%HKDYLRU·Chomsky proposed instead that human beings have an 
innate capability for language learning, an interior Language Acquisition Device, or 
LAD, which enables them to generate grammar when it is triggered by input.  He 
therefore posited a three-­sided operation in language acquisition;; input is modified 
by the LAD, and the context in which it occurs, and any language acquisition is a 
result of this modification.  This would indicate that there is a common 
developmental process involved in language learning, which is contrary to the 
EHKDYLRXULVWFRQWHQWLRQ,QVXSSRUWRI&KRPVN\·VFRQWHQWLRQOLQJXLVWVZKHQWKH\
began to examine learner error paWWHUQVIRXQGWKDWOHDUQHUV·HUURUVZHUHV\VWHPDWLF
(Hakansson, Pienemann, & S.Sayeli, 2002), not random, and learning appeared to 
RFFXULQVWDJHVDQG¶HDFKVWDJHFRXOGEHVHHQDVDQLQWHUODQJXDJHLQLWVRZQULJKW·
(Nunan, 2001, p. 88). But in the situation where a child is learning her mother-­tongue, 
she is certainly not going to be exposed systematically to language at progressive 
stages of difficulty, so the only way that acquisition can occur is if she is exposed to a 
large amount of language, some of which will be at the appropriate stage.  Thus, 
clearly, large amounts of input are essential to this model of language learning, and 
in EFL situations where learners are unlikely to be exposed to much English in their 
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daily lives, reading may constitute a major proportion of this input. Krashen  too 
supports the necessity for plenty of input.  However, he rates &KRPVN\·V
Transformational Grammar theory as a failure as a theory of Language Acquisition 
EHFDXVH¶LWZDVDWKHRU\RIWKH SURGXFWWKHDGXOW·VFRPSHWHQFHDQGQRWDWKHRU\RI
KRZWKHDGXOWJRWWKDWFRPSHWHQFH·%XWKHDGPLWV(Krashen, 1987, p. 6) because of 
¶WKHSURJUHVVLWVWLPXODWHGLQIRUPDOOLQJXLVWLFV· LWVKRXOGEH¶EHUHFRJQL]HGDVDQ
H[WUHPHO\LPSRUWDQWFRQWULEXWLRQ·.UDVKHQ·VUHVSRQVHto it was his Input Theory, 
described in 2.4.  
 
Neither Chomsky nor Skinner was primarily concerned with social and cultural 
factors in their theories of language acquisition. However, in the mid 20th century a 
post-­Einstein change in the area of philosophy was filtering in from the discipline of 
physics. Rosenblatt (2005, p. 2) remarks that the philosophical climate at the 
beginning of the 20th FHQWXU\¶UHTXLUHGDFKDQJHLQRXUKDELWVRIWKLQNLQJDERXWRXU
UHODWLRQVKLSWRWKHZRUOGDURXQGXV·6KHTXRWHVWKHSK\VLFLVW1HLOV%RKU·V(1959, p. 
210) assertion that the observer is part of the observation, and applies this thinking 
WRODQJXDJHDFTXLVLWLRQZKHQVKHGLVPLVVHVWKHQRWLRQRI¶WKHG\DGLFIRUPXODWLRQRI
WKHUHODWLRQVKLSEHWZHHQVLJQLILHUDQGVLJQLILHG·DVSURSRVHGE\6DXVVXUH(1916), and 
instead, after Peirce (1933, 1935),  puts forward a triadic formulation by adding to the 
G\DGLFPRGHOWKH¶LQWHUSUHWDQW·ZKLFKDSSHDUVWRPHDQWKHPHQWDORSHUDWLRQE\
which the relation between the signifier and the signified is understood  (Rosenblatt, 
2005, p. 3).   Because of the use of her theory to interpret perceptions of the 
stakeholders in this study, it will be described in detail in 2.5.   
2.4 VARIOUS HYPOTHESES OF LANGUAGE ACQUISITION 
 
2.4.1 .UDVKHQ·VHypotheses of Language Acquisition 
Stephen Krashen (1987, p. 20), in his five hypotheses regarding language acquisition, 
DSSOLHV&KRPVN\·VFRQWHQWLRQWKDWWKHILUVWODQJXDJHLVDFTXLUHGWKURXJKH[SRVXUH
to input,  to second language acquisition.  In brief, the five hypotheses are these: the 
acquisition-­learning distinction (Krashen, 1987, p. 10), the natural order hypothesis 
(1987, p. 12), the monitor hypothesis (1987, p. 15), the input hypothesis (1987, p. 20), 
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and the affective filter hypothesis (1987, p. 30).  The acquisition-­learning hypothesis 
posits the idea that adults have two ways of becoming competent in another 
language, one by being exposed to the language, as children learn their first 
language, and the other by consciously learning it. The natural order hypothesis 
VXJJHVWVWKDWWKH¶DFTXLVLWLRn of grammatical structures proceeds in a predictable 
RUGHU·7KHPRQLWRUK\SRWKHVLVH[SODLQVKRZWKHOHDUQLQJSURFHVVKDVWKHIXQFWLRQRI
¶HGLWLQJ·E\PRQLWRULQJZKDWLVDFTXLUHGDQGWKHLQSXWK\SRWKHVLVZKLFK.UDVKHQ
contends is the most important, (1987, p. 9), proposes that we acquire language 
ZKHQ¶ZHXQGHUVWDQG ODQJXDJHWKDWFRQWDLQVVWUXFWXUHWKDWLV´DOLWWOHEH\RQGµ
ZKHUHZHDUHQRZ·+HUHSUHVHQWVWKLVOHYHORIunderstanding as  i + 1.  The fifth 
K\SRWKHVLVSRVLWVWKHH[LVWHQFHRIDQ¶DIIHFWLYHILOWHU·ZKLFKWDNHVLQWRDFFRXQWWKH
effect of the three factors of motivation, self-­confidence and anxiety, in language 
learning.  To summarise,  Krashen suggests that the acquisition of a second language, 
like that of the first, is similarly acquired through exposure to a large amount of 
language (comprehensible input), at a level which is understandable by, but slightly 
above the competence of, the language learner.   This acquisition is not achieved 
FRQVFLRXVO\EXWRFFXUVEHVWZKHQWKHOHDUQHU·V¶DIIHFWLYHILOWHU·RUHPRWLRQDO
resistance, is low, that is, when she is in a relaxed, unstressed state.   Many 
academics take issue with the assertion that language can be acquired simply by 
hearing or reading it, as the Input Hypothesis states. Ellis queries the vague use of 
the term comprehensible (Ellis, 2000, p. 46). Van Patten (1990) suggests that even if 
comprehensible input occurred, acquisition might not, and if acquisition occurred, it 
might not be the result of comprehensible input. Faerch and Kaspar  (1987) dispute 
WKH¶XQFRQVFLRXV·QDWXUHRIDFTXLVLWLRQ+RZHYHUQRQHRIWKHFULWLFLVPV appear to 
detract from the contention that in order to learn the first, or any other language, 
input to some degree is essential, and for L2 learners, ER can provide a rich source of 
input. 
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2.4.2 5LYDOVRIWKH,QSXW+\SRWKHVLVDQG.UDVKHQ·VUHIXWDWLRQV(Krashen, 1994) 
2.4.2.1 The SB or Skill-­Building hypothesis 
The SB or Skill-­Building hypothesis, an off-­shoot of behaviourist theory, posits that 
rules of language have to be mastered before large amounts of input become 
available, and this happens through automatisation of rules by repetition. Krashen, 
howevHUFODLPVWKDW¶FXUUHQWUHVHDUFKFRQILUPVWKDWWKHHIIHFWRIJUDPPDU
instruction in L2 classes is at best peripheral and fragile · (Krashen, 1994, p. 50). He 
cites Harley (1989), and White (1991) ZKRERWKVKRZWKDW¶GLUHFWLQVWUXFWLRQRQ
specific rules has a measurable impact on tests that focus the performer on form, but 
the effect is short-­OLYHG·(Krashen, 1994, p. 51). 
2.4.2.2 The Simple Output Hypothesis 
The Simple Output Hypothesis, or SO, suggests that we acquire language by 
producing it. Krashen cites Chaudron (1988), who found a positive correlation 
between second language proficiency and VWXGHQWRUDORXWSXW7KH\DJUHHWKDW¶VLQFH
these studies are correlational, this relationship may be a result of increased 
compHWHQFHQRWLWVFDXVH·(Krashen, 1994, p. 52). In other words, language 
proficiency could just as easily be the cause, as the effect, of increased output. 
2.4.2.3 The Output and Correction Hypothesis 
The Output and Correction Hypothesis (OC), states that when learners try things out, 
they get correctional feedback. Krashen claims that this does not happen often in 
informal situations, and even in a classroom situation, the end product may be 
comprehensible, but not necessarily grammatical.  He cites Lightbown and Spada 
(1990) as the only researchers who find error correction has a clear impact on 
language acquisition, and says that in their study, acquisition is dependent on the 
learner focusing on form, knowing the rule to be applied, and having time to apply it. 
In other words, unlikely to happen very often. He also cites Chun, and Schmidt and 
Frota, on the paucity of error correction in the informal environment;; Chun et al 
(Chun, Day, Chenoweth, & Luppescu, 1982) ¶UHSRUWHGWKDWYHU\IHZHUURUVPDGHE\
non-­QDWLYHVSHDNHUVRI(QJOLVKZHUHFRUUHFWHGE\WKHLUFRQYHUVDWLRQDOSDUWQHUV·
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(Krashen, 1994, p. 60) and even if they were, the corrections were not always 
recognised (Schmidt & Frota, 1986). 
2.4.2.4 Responses calling for modification 
There were several responses to the Input Hypothesis which said that input needed 
WREHPRGLILHGLQVRPHZD\EHIRUHLWFRXOGEH¶DFTXLUHG·/RQJ·VLQWHUDFWLRQ
K\SRWKHVLVSRVLWVWKDW¶FRPSUHKHQVLEOHLQSXWLVPRVWHIIHFWLYHZKHQLWLVPRGLILHG
WKURXJKQHJRWLDWLRQRIPHDQLQJ·(Ellis, 1997, p. 47), which would imply output of 
some kind. Prabhu (1987, p. vii) VXJJHVWV¶WKHFUHDWLRQRIFRQGLWLRQVLQZKLFK
learners engage in an effort to cope with communicDWLRQ·ZKLFKVXJJHVWVD
productive approach to learning. Doughty and Pica (1986),  Gass (1997) Skehan (1998, 
pp. 11-­28),  Ellis (2005, pp. 209-­224), all argue the necessity of production, thus 
output, for LA to occur. However, perhaps the most important hypothesis which 
Krashen rebuts is the Output Hypothesis.  
2.4.3 The Output Hypothesis 
This was formulated by Swain,  who proposed that output can assist language 
DFTXLVLWLRQE\SXVKLQJ¶OHDUQHUVWRSURFHVVODQJXDJHPRUHGHHSO\·(Swain, 2000, p. 
99)6KHPDLQWDLQVWKDW¶'LDORJXH serves second language learning by mediating its 
RZQFRQVWUXFWLRQDQGWKHFRQVWUXFWLRQRINQRZOHGJHDERXWLWVHOI·(Swain, 2000, p. 
112). So although the input is necessary, it is the negotiation of input that triggers 
language acquisition. However, in answer to all the criticisms, Krashen replies that 
¶FOHDUJDLQVDQGKLJKOHYHOVRISURILFLHQF\FDQWDNHSODFHZLWKRXWRXWSXWVNLOOV-­
building, error correction and FRPSUHKHQVLEOHRXWSXW·DQGKHPDLQWDLQVWKDWLQDQ\
case, for each of these to take place comprehensible input is a pre-­requisite (Krashen, 
1994).  
2.4.4 A practical application of a distillation of theories 
Krashen proposes ER, which he sees as reading for pleasure, as a method for 
acquiring language (Krashen, 1987, p. 167) for the very reason that it does provide  
large amounts of comprehensible input, and his view has been endorsed in studies 
by numerous academics including those of Elley and Mangubhai (1983), Nuttall 
(1996, pp. 127-­148), Day and Bamford (1998, p. 4), Green (2005), Macalister (2010).   
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However, the advocates of the output theory cited above, while certainly not 
denying the need for input, recommend that it be carefully limited, and focused on 
WKHGHVLUHGRXWFRPH2QHRI(OOLV·(2005) principles of second language instruction is 
that it should require extensive L2 output, achieved through task-­based learning.    A 
practical approach which distils the input and output hypotheses and includes  two 
DGGLWLRQDOPHWKRGRORJLFDODUPVIRUVHFRQGODQJXDJHDFTXLVLWLRQLV1DWLRQ·V(2007) 
Four Strands methodology.  This provides a balance of meaning-­focused input and 
output, language focused learning and fluency development in roughly equal 
proportions, spread across the four skills.  Ten principles, given as guidelines for 
teachers, support comprehensible input in the forms both of listening and reading, 
but also stress the importance of production. They identify focus on form as being 
necessary for acquisition and also give attention to strategies which enhance learning. 
Practice in fluency is highlighted in each of the four skills, and so is the importance 
of emphasising high frequency items.  Lastly, Nation (2007, p. 11) points out the 
YDOXHRI¶DQDO\VLVPRQLWRULQJDQGDVVHVVPHQWWRKHOSDGGUHVVOHDUQHUV·ODQJXDJH
DQGFRPPXQLFDWLRQQHHGV· 
2.5 526(1%/$77·6 TRANSACTIONAL THEORY OF READING 
RESPONSE 
The Output Hypothesis theorists, ( section 2.1),  in forming hypotheses on how 
language is mediated, draw from socio-­cultural theory. However, Louise Rosenblatt 
(2005, p. 1) anticipated socio-­cultural theory by more than fifty years when, in 1938 
VKHPDGHWKHVWDWHPHQW¶WKHUHDGLQJRIDQ\ZRUNRIOLWHUDWXUHLVRIQHFHVVLW\DQ
individual and unique occurrence involving the mind and emotions of some 
SDUWLFXODUUHDGHU·+HUFRQWHQWLRQWKDW¶KXPDQDFWLYLWLHVDQGUHODWLRQVKLSVDUHVHHQ
as transactions in which the individual and social elements fuse with cultural and 
QDWXUDOHOHPHQWV·(Rosenblatt, 2005, p. 3) indicates the mediation of society and 
FXOWXUHRQHDFKLQGLYLGXDO·VUHVSRQVHWRUHDGLQJ 
2.5.1 5RVHQEODWW·V7UDQVDFWLRQDO7KHRU\RI5HDGLQJ 
Response  
Extensive Reading in its many guises has been widely accepted as a tool for second 
ODQJXDJHDFTXLVLWLRQDQGWKLVKDVJRQHKDQGLQKDQGZLWKWKHUHMHFWLRQRI6NLQQHU·V
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behaviourism and the Audio-­Lingual method in second language teaching, giving 
rise to teaching methodology that is more communicative and student-­centred. The 
student is no longer regarded as merely the recipient of input, a tabula rasa or virgin 
slate upon which knowledge is inscribed by the instructor, but as someone whose 
inner resources cDQEH¶GUDZQRXW·LQWKHWUXHPHDQLQJRIWKHZRUGeducate, someone 
whose interior Language Acquisition Device needs input to be triggered, but who 
will also mediate the input in some way.  This climate of relativism is apparent in 
5RVHQEODWW·V7UDQVDFWLRQDl Theory of Reading Response.  
2.5.2 The context of the theory 
5RVHQEODWWFODLPVWKDWKHUWKHRU\UHSUHVHQWVDSKLORVRSKLFDOVKLIW¶IURPWKH&DUWHVLDQ
to the post-­(LQVWHLQLDQSDUDGLJP·DQGWKXV¶FDOOVIRUUHPRYDORIWKHOLPLWDWLRQVRI
research imposed by the dominance of positivistic behaviourism (Rosenblatt, 2005, p. 
11). It admits the paradox of the observer in research, and is thus in tune with the 
participatory/ constructivist nature of this study. It conWHQGVWKDW¶WKHROGVWLPXOXV-­
response, subject-­object, individual-­social dualisms give way to recognition of 
transactional relationships. The human being is seen as part of nature, continuously 
in transaction with an environment -­ each one conditions the oWKHU· 
2.5.3 An outline of the theory 
$FFRUGLQJWR5RVHQEODWW·V7UDQVDFWLRQDO7KHRU\RI5HDGLQJ5HVSRQVHWKHPDUNVRQ
the page which constitute a text do not contain any inherent meaning. She claims: 
¶7KH´PHDQLQJµGRHVQRWUHVLGHUHDG\-­PDGH´LQµWKHWH[WRU´LQµWKHUHDGHUEXW
KDSSHQVRUFRPHVLQWREHLQJGXULQJWKHWUDQVDFWLRQEHWZHHQUHDGHUDQGWH[W·
(Rosenblatt, 2005, p. 7). This meaning is termed by Rosenblatt the evocation, and it is 
a dynamic construct, the result of what a particular reader in a particular situation 
brings to a particular text. It is to this that the reader makes her response. Instead of 
DQ¶LQWHUDFWLRQ·WKHUHDGLQJUHVSRQVHSDUDGLJPIDYRXUHGE\*UDEH(1988, pp. 56-­57), 
Carrell and Eisterhold (1988, p. 76) and Nuttall (1996, p. 11), where the text is seen as 
an unchanging entity with which the reader engages in a kind of dialogue, 
Rosenblatt views the reading response as a construction, or evocation of the reader, 
ZKLFKPD\FKDQJHGHSHQGLQJRQWKHUHDGHU·VVHOHFWHGSXUSRVH7KHSXUSRVHRIWKH
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reader in reading any text, or her stance, as Rosenblatt puts it, is germane to the 
evocation that is created. This stance guides tKH¶FKRRVLQJ DFWLYLW\·RIWKHUHDGHU
DOORZLQJKHUWR¶EULQJFHUWDLQDVSHFWVLQWRWKHFHQWUHRIDWWHQWLRQDQGSXVKRWKHUV
LQWRWKHIULQJHVRIFRQVFLRXVQHVV·(Rosenblatt, 2005, p. 10). Thus if the readHU·V
purpose is to extract information and retain it after the reading event, Rosenblatt 
WHUPVWKHUHDGHU·VVWDQFHefferent (from the Latin efferre, to carry away).  An efferent 
stance would be in relation to the kind of reading done in order to pass a test, or take 
notes for an essay, or garner information of some kind.  On the other hand, if the 
reader were primarily interested in the sensations experienced during the reading 
process, the stance would be designated aesthetic, a Greek term referring to 
perception through the senses.  This kind of stance might indicate reading engaged 
in primarily for pleasure, possibly to experience the joys and sorrows of fictional or 
historical characters, or to live vicariously through adventures, the kind of reading 
that Victor Nell (Nell, 1988a, p. 2) says would lead to an altered state of 
FRQVFLRXVQHVVEHLQJ¶ORVWLQDERRN·7KLVODWWHUH[SHULHQFHLQYROYHV¶QRWRQO\WKH
SXEOLFUHIHUHQWVRIWKHYHUEDOVLJQVEXWDOVRWKHSULYDWHSDUWRIWKH´LFHEHUJµRI
meaning;; the sensations, images, feelings and ideas that are the residue of past 
SV\FKRORJLFDOHYHQWVLQYROYLQJWKRVHZRUGVDQGWKHLUUHIHUHQWV·(Rosenblatt, 2005, p. 
11).  The aesthetic stance is much more personal and private than the efferent one. 
5RVHQEODWWVD\V¶6RPHRQHHOVHFDQUHDGDWH[WHIIHUHQWO\IRUXVDQGUHSRUWRU
summarise the results.  No one else can read a text aesthetically for us;; no one else 
FDQH[SHULHQFHWKHDHVWKHWLFHYRFDWLRQIRUXV·(Rosenblatt, 1986, p. 125).   
2.5.4 Definitions of aesthetic and efferent 
5RVHQEODWW·VGHILQLWLRQVRIWKHVHVWDQFHVDUHrelated to the context of reading 
UHVSRQVH6KHWDNHV¶DHVWKHWLF·WRPHDQ¶SHUWDLQLQJWRWKHVHQVHV·2('DQG
VSHFLILFDOO\GHVLJQDWLQJ¶DQDWWLWXGHRIUHDGLQHVVWRIRFXVDWWHQWLRQRQZKDWLVEHLQJ
lived through in relation to the text during the UHDGLQJHYHQW·(Rosenblatt, 1986).  This 
is a slightly different meaning to its later, and more general current use (post 1803, 
DFFRUGLQJWRWKH2('ZKLFKGHILQHVLWDVSHUWDLQLQJWR¶WKHVFLHQFHRIWKHFRQGLWLRQV
RIVHQVXRXVSHUFHSWLRQ·ZKLFKLVRIWHQHPSOR\HGWRGHVFULEHDSHUVRQ·VDELOLW\WR
FULWLTXHZRUNVRIDUWRUOLWHUDWXUH7KHPHDQLQJRI¶HIIHUHQW·LQWKH2('LVJLYHQDV
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¶WKDWZKLFKFDUULHVRXWZDUGV·DQG5RVHQEODWWKDVDWWDFKHGDYHU\VSHFLILFPHDQLQJ
to it: it is used to describe the reading stance of a person whose purpose in reading is 
to extract information, rather than to feel the sensations engendered by the 
H[SHULHQFHRIUHDGLQJ,QWKLVVWXG\WRDYRLGFRQIXVLRQEHWZHHQ5RVHQEODWW·V
meaning and any others, I shall use aesthetic and efferent as far as possible as 
Rosenblatt does. 
2.5.5 The aesthetic/ efferent continuum 
Rosenblatt, however, does not envisage that reading stance is polarised, and has to 
be either aesthetic or efferent. Quite the contrary: all reading stances are positioned 
DORQJDFRQWLQXXPDWRQHHQGRIZKLFKWKH\DUH¶SUHGRPLQDQWO\DHVWKHWLF·DQGDWWKH
RWKHUHQG¶SUHGRPLQDQWO\HIIHUHQW·DQGVKHFRQWHQGVWKDWDQ\WH[WPD\EHUHDGDW
any point along it;; a text per se is neither aesthetic nor efferent, but its peculiar 
ORFDWLRQRQWKHFRQWLQXXPLVWKHUHVXOWRILWV¶WUDQVDFWLRQ·ZLWKWKHUHDGHUZKR
FUHDWHVDSHUVRQDO¶HYRFDWLRQ·RILW7KLVLVQRWWRVD\WKDWVKHKROGVWKHYLHZWKDW
there is no intrinsic meaning in any text, or that the works of Shakespeare, for 
example, could be assessed using the same criteria as might be used to evaluate the 
virtues of a comic strip.  She does not discount the influence of the text;; indeed she 
VD\V¶WKHFRQFHSWRIWUDQVDFWLRQHPSKDVLVHVWKHUHODWLRQVKLSZLWKDQGFRQWLQXLQJ
DZDUHQHVVRIWKHWH[W·(Rosenblatt, 1978, p. 29) but at the same time she gives the 
reader an equal importance in the making of meaning from the text.  This is at 
variance wiWKWKHQRWLRQWKDWWKHUHLVD¶FRUUHFWPHDQLQJ·LQKHUHQWLQDQ\WH[WDQG
WKDWDQ\UHDGHUZKRGRHVQRWXQGHUVWDQGLWLQSUHFLVHO\WKH¶FRUUHFW·ZD\KDV
misunderstood it.  It is also at variance with the proponents of the interactive 
reading response theory, notably Carrell and Eisterhold (1988, p. 76), Grabe (1988, 
pp. 56-­57), Eskey, in (P. L. Carrell, 1988, p. 98), and Nuttall (1996, p. 11), who, 
DOWKRXJKWKH\UHFRJQLVHDV(VNH\VD\VWKDW¶IOXHQWUHDGLQJHQWDLOVboth skilful 
decoding and >P\LWDOLFV@UHODWLQJWKHLQIRUPDWLRQVRREWDLQHGWRWKHUHDGHU·VSULRU
knowledge of the VXEMHFWDQGWKHZRUOG·(P. L. Carrell, 1988, p. 98), still adhere to the 
QRWLRQWKDWWKH¶LQIRUPDWLRQVRREWDLQHG·LVDQLQHUWXQLWZKLFKLQLWV¶FRUUHFW·IRUP
will be essentially the same for all readers, unchanged by the dynamics of the 
interactive process.  Their model presuSSRVHVDOLPLWHGQXPEHURI¶LGHDO·YHUVLRQVRI
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the meaning of any text, at one of which the successful reader, possibly after a 
MRXUQH\WKURXJKDVHULHVRI¶PLVFXHV·(Goodman, 1969) will sooner or later arrive.  
This semi-­positivist view of reading theory holds in many schools and educational 
institutions, and is reflected in the questions sometimes posed at the end of GRs or 
educational texts;; it is assumed that there is a right and therefore also a wrong way 
RILQWHUSUHWLQJDWH[WDQGWKHUHDGHU·VVXFFHVVRUIDLOXUHFDQEHPHDVXUed by her 
answers to these questions.  
 
Rosenblatt, however, does not hold with the static conception of the text in the 
LQWHUDFWLYHPRGHO,QKHU¶WUDQVDFWLRQDO·PRGHORIUHDGLQJUHVSRQVHV¶VHOHFWLRQDQG
V\QWKHVLV«EHFRPHIXQGDPHQWDODFWLYLWLHVLQWKH making of meaning. A complex, 
to-­and-­fro, self-­correcting transaction between reader and verbal signs continues 
XQWLOVRPHILQDORUJDQLVDWLRQ«LVDUULYHGDW«7KH´PHDQLQJµ«FRPHVLQWREHLQJ
GXULQJWKHWUDQVDFWLRQ·(Rosenblatt, 1986, p. 123). But the particular meaning that 
comes into being will, to a certain extent, depend upon the stance selected by the 
reader. 
2.5.6 Choice of stance: public and private meanings 
Rosenblatt agrees that some texts are more appropriate to an aesthetic stance, and 
some more appropriate to an efferent one. She gives the example of the mother 
whose child has inadvertently swallowed poison, and who is frantically reading the 
SRLVRQERWWOHWRVHHZKDWDFWLRQVKHVKRXOGWDNH7KHPRWKHU·VUHDGLQJVWDQFHLV
totally efferent;; all she wants from the text are instructions for saving the life of the 
child.  She has absolutely no interest in how the text makes her feel while she is 
reading it. The label on the bottle has a predominantly efferent purpose, and the 
reader is reading it for efferent reasons. The text has a very public meaning;; it should 
mean the same to anyone who reads it.  At the other end of the continuum, someone 
who has selected a novel to read in order to relax and lose herself in the world of the 
book as Nell (1988a) describes, is much more interested in how the book makes her 
IHHOGXULQJWKHUHDGLQJSURFHVV7KLVUHDGHU·VDWWLWude, according to Rosenblatt, will 
EHWRIRFXVDWWHQWLRQRQ¶QRWRQO\ZKDWWKHZRUGVSRLQWWR«EXWWKHTXDOLWDWLYH
DVSHFWVDVVRFLDWHGZLWKWKHYHUEDOVLJQVDQGWKHLUUHIHUHQWV·7KHVHDVSHFWVZLOO
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GLFWDWHKRZWKHUHDGHUH[SHULHQFHVDQG¶WUDQVDFWV·ZLWKthe text, and will allow her to 
form a unique, and much more private,  evocation of it. The verbal referents as 
perceived by the reader will evoke different responses depending on the associations 
she makes. As Jennifer Bassett (2005a) says, with reference to 7RONLHQ·VHVVD\Tree and 
Leaf,  if a reader reads a description of a mountain and valley, he or she will imagine 
a composite of every mountain and valley he or she has ever known, which of course 
ZLOOEHXQLTXH7KLV¶HYRFDWLRQ·ZLOOVD\V5RVHQEODWWGHULYHIURP¶LQQHUWHQVLRQV
VHQVDWLRQVIHHOLQJVDQGDVVRFLDWLRQV·DQGZLOOEHDIIHFWHGE\WKHUHDGHU·V
DSSUHKHQVLRQRIWKH·IRUP·RIWKHWH[WZKLFK5RVHQEODWWGHVFULEHVDVWKH¶VRXQGRI
ZRUGVWKHLUUK\WKPLFUHSHWLWLRQVDQGYDULDWLRQV·6RLWLVTXLWHSRVsible that an 
individual reader will create more than one evocation of a single text;; it may vary 
accoUGLQJWRWKHUHDGHU·VPRRGDQGcircumstances, even if the initial stance was the 
same. Subsequent readings of the same text may produce totally different evocations.  
Of course, in between the extremely efferent or extremely aesthetic stances, there are 
numerous other stances.  The purpose of reading poetry can be relaxation and 
pleasure, approached from an aesthetic stance.  On the other hand, the reading of a 
poem may be an academic task, which some students of literature will find anything 
but pleasant.  If their purpose is to write a critical essay about it, or to pass an exam, 
they may approach it from a largely efferent stance, picking out dactyls and trochees 
DQGLGHQWLI\LQJVLPLOH$QGVRPHWLPHVWKHUHDGHU·VVWDQFHPD\FKDQJHPLGZD\
through reading;; a text that was set as homework may become compulsive reading, 
or, alternatively, something that was selected for pleasure reading may not fulfil the 
purpose, and perhaps the reader will begin to criticise the writing, or she will find it 
too difficult, and have to refer frequently to a dictionary, adopting a more efferent 
stance.  
2.5.7  Pedagogical implications 
5RVHQEODWW·VWKHRU\SURSRVHGLQKHUERRNThe Reader the text the poem, (1978) 
emerged from her observations of literature teaching practices during the 20th 
century. From her later writing, it seems that she does not notice very much change 
in teaching habits in the 21st century, as, in an essay published in 2005, she 
FRPSODLQV¶7KURXJKRXWWKHHQWLUHHGXFDWLRQDOSURFHVVWKHFKLOGLQRXUVRFLHW\
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VHHPVWREHUHFHLYLQJWKHVDPHVLJQDODGRSWWKHHIIHUHQWVWDQFH·(Rosenblatt, 2005, p. 
81)7KHLPSOLFDWLRQRIKHUDUJXPHQWLVWKDWZKDWFDQQRWEHTXDQWLILHGLVQRW¶WDXJKW
WHVWHGRUUHVHDUFKHG·6KHVXJJHVWVWKDWWKHWHDFKLQJRIUHDGLQJLVYHU\RIWHQUHGXFHG
to answering questions related to the form or content of the text, and because these 
TXHVWLRQVUHTXLUHDPHDVXUDEOHRXWFRPH5RVHQEODWWVD\V>UHDGHUV@¶ZLOOUHDG
HIIHUHQWO\LQRUGHUWRDUULYHDWVRPHGHVLUHGUHVXOW·(Rosenblatt, 2005, p. 83). Towards 
the other end of the continuum, aesthetic reading is not normally rated as 
DFDGHPLFDOO\XVHIXOEHFDXVHLWVSXUSRVHLVLQWULQVLFWKH¶GHVLUHWRKDYHDSOHDVXUDEOH
LQWHUHVWLQJH[SHULHQFHIRULWVRZQVDNH·5RVHQEODtt implies that instructors very 
often set learners up to read aesthetically. An example [my own] of this might be:  
¶5HDGTreasure Island\RX·OOHQMR\LWLW·VDQDGYHQWXUHVWRU\ZLWKSLUDWHVDQGJROG·
So the learner goes willingly to the library and starts to read, but because she has to 
account for her reading, by writing reports and answers to questions, (how many 
PHQRQDGHDGPDQ·VFKHVW":KRLVWKHSLUDWHZLWKWKHZRRGHQOHJ"she is obliged 
to read, not aesthetically, for pleasure, but more efferently, in order to acquire facts. 
Rosenblatt (2005, p. 82) DVNV¶LVLWQRWDGHFHSWLRQWRLQGXFHWKHFKLOG·VLQWHUHVW
through a narrative and then, in the effort to make sure it has been (literally, 
efferently) understood, to raise questions that imply that only an efferent reading 
ZDVQHFHVVDU\"·,QWKLVFDVHWKHLQWULQVLFLQFHQWLYHWRUHDGLVUHPRYHGEHFDXVHWKH
UHDGHULVQRWDOORZHGWR¶OLYHWKURXJKWKHWUDQVDFWLRQIRULWVRZQVDNH· and yet this 
transaction might have been the very incentive that could have encouraged further 
UHDGLQJ5RVHQEODWWVD\V¶RXUSULPDU\UHVSRQVLELOLW\LVWRHQFRXUDJHQRWJHWLQWKH
ZD\RIWKHDHVWKHWLFVWDQFH·(Rosenblatt, 2005, p. 83)DV¶WKHHIIHUHQWHPSKDVLVRIRXU
VRFLHW\WHQGVWRQHJDWHWKHSRWHQWLDOLQWHUHVWDQGEHQHILWVRIWKHUHDGLQJ·(2005, p. 86). 
But she does not dismiss the importance of the efferent stance either.  Her intention 
is that teachers do not cloud the issue by confusing the aesthetic and efferent stances. 
,QVWHDGWKH\VKRXOGPDNHVXUHWKDWVWXGHQWVGHYHORS¶WKHDELOLW\WRDGRSWWKHVWDQFH
on the continuum appropriate to their .. personal purposes and to the situation -­  «
tKHDELOLW\WRUHDGERWKHIIHUHQWO\DQGDHVWKHWLFDOO\·(Rosenblatt, 2005, p. 95). 
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2.5.8 +RZ5RVHQEODWW·VWKHRU\UHODWHVWR(5DQG6HFRQG/anguage Acquisition 
$OWKRXJK5RVHQEODWW·VWKHRU\ZDVGHYHORSHGLQUHODWLRQWRILUVWODQJXDJHUHDGHUV,
would submit that first and second language readers create evocations of texts in the 
same way;; what is different is the degree of linguistic experience available to them 
by which to understand the texts. If we accept the importance of ER as a source of 
optimal comprehensible input for language acquisition, and we also accept 
5RVHQEODWW·VQRWLRQRIVWDQFHLQWKHUHDGLQJUHVSRQVHWRDQ\WH[WLWVXJJHVWVD need, 
not only for the instructor of English literature to students for whom English is the 
first language, but also for those instructing ESOL students, to guide these students  
in their selection of stance.  %XW/OHDUQHUV·VHOHFWLRQRIVWDQFHPD\EHcompromised, 
QRWRQO\E\WKHLUWHDFKHUV·LQDELOLW\RUXQZLOOLQJQHVVWRVHSDUDWHWKHGLIIHUHQW
purposes of reading, but also by their own linguistic proficiency. It is therefore 
necessary to look at the chosen stance in the context of the material that is to be read, 
particularly with regard to its perceived difficulty. 
2.5.9 The problems of stance for an L2 reader 
$UHDGHU·VSXUSRVHPD\DQGRIWHQGRHVFKDQJHGXULQJUHDGLQJDQGWKHVWDQFHPD\
often be the result of a mixture of responses. Sometimes the shift may result from the 
UHODWLYHGLIILFXOW\RIDWH[W7KHGLIILFXOW\RIDWH[WPD\EHPHDVXUHGLQWHUPVRI¶WKH
reduction of uncertainty in decision-­PDNLQJ·(Smith, 1988, p. 23).    Smith, like 
Nuttall (1996), Eskey (2002), Carrell (1988) and Grabe (1988), believes that readers 
bring their own resources to the reading of a text. His angle on this, however, is not 
so much that the text is an unchanging object with which the reader interacts. He 
IRFXVHVRQWKHUHODWLRQEHWZHHQWKH¶YLVXDO·LQIRUPDWLRQ¶ZKDWJRHVDZD\ZKHQWKH
OLJKWVJRRXW·ZKLFKLVWKHWH[WDQGWKH¶QRQ-­YLVXDOLQIRUPDWLRQ·ZKLFKLV¶ZKDW\RX
KDYHDOUHDG\EHKLQGWKHH\HEDOOV·,WLVWKLVQRQ-­visual information which allows 
H[SHULHQFHGUHDGHUVWRUHDGTXLFNO\DQGHDVLO\EXW6PLWKVD\VWKHUHLVD¶WUDGH-­RII·
between visual and non-­visual information. The more non-­visual information a 
reader has, the less she needs to rely on the visual information;; she does not have to 
read every word. But, although the obverse is true to a certain extent, there is a 
problem: the amount of visual information that the brain can handle at one time is  
limited by the capacity of the short-­term memory (Smith, 1988, p. 1 ).  So it follows 
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that the better the grasp the reader has of non-­visual information, that is, the better 
she knows the language the text is written in, understands the context, and the more 
she is familiar with the specific genre and discourse of a text, the easier it is for her to 
use printed words as markers, some of which can be ignored if deemed unnecessary, 
and the more likely she is to achieve a state in which she can read without apparent 
effort, and truly engage in pleasure reading, or what Victor Nell (1988a, p. 75) terms 
¶OXGLFUHDGLQJ·7KLVKHWHOOVXVLVFKDUDFWHULVHGE\GHPDQGLQJRXUIXOO
concentration and therefore, paradoxically, requires no conscious effort at all.    
 
However, this skipping over words assumes a level of language, and a certain 
amount of risk-­taking on thHUHDGHU·VSDUWIRUWRRPLWZRUGVVKHPXVWEHFRQILGHQW
that she has the non-­visual information in her head to make up for them.  Tolerance 
to level of understanding, I suggest, varies according to the purpose of reading, so if 
a reader is reading to find out facts, she will probably have a lower tolerance of error 
than if she is reading for emotional stimulus.  What this may mean in the aesthetic/ 
efferent context is that if a novice reader, hoping for emotional stimulus, finds that 
¶HOHPHQWVLQWKHH[SHULHQFHGHYRFDWLRQKDYHQROLQNDJHZLWKWKHWH[W·EHFDXVHRI««
¶>HUURQHRXV@DVVXPSWLRQVLJQRUDQFHVEURXJKWWRWKHWH[W·(Rosenblatt, 1986, p. 125), 
she may feel obliged to return to the text and re-­read it from a much more efferent 
stance, as she needs to check on the visual information, and possibly her own non-­
visual information, that is available. Before proceeding to what she can accept as a 
¶OHJLWLPDWH·DHVWKHWLFPRUHSULYDWHHYRFDWLRQRIWKHWH[WVKHKDVWRPDNHVXUHWKDW
WKHSXEOLFHYRFDWLRQVKHKDVFRQVWUXHGLVDYDOLGRQH,IWKHUHIRUHWKHUHDGHU·VQRQ-­
visual information were deficient in the context of the text she was reading, it would 
be impossible for her to continue to read at the aesthetic end of the continuum, 
because it would be impossible for her to read without effort.  She would not be 
indulging in pleasure reading, but would be continuously resorting to the dictionary, 
noting unknown words and grammar constructions, and her stance would have 
veered to the efferent end of the continuum. What was initially started for enjoyment 
would have become a chore, and the prize of reading for its intrinsic value would 
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have been snatched away, and with it perhaps the notion that reading could ever be 
a joy, largely because of the inappropriacy of the reading stance.   
2.5.10 Effect of education environment 
Of course, not all people arH¶OXGLF·UHDGHUVE\FKRLFHRUH[SHULHQFHDQGWKHUHIRUH
might not, in the first place, choose to sit down with a book in their leisure time. This 
may in part be a result of the kind of reading education they have received in their 
early years.  Rosenblatt (2005, p. 28) VWDWHVWKDW¶WKHHIIHUHQW-­aesthetic continuum, or 
WKHWZREDVLFZD\VRIORRNLQJDWWKHZRUOGVKRXOGEHSDUWRIWKHVWXGHQW·VUHSHUWRU\
IURPWKHHDUOLHVW\HDUV·EXWVKH JRHVRQWRVD\¶GHVSLWHWKHRYHUHPSKDVLVRQWKH
efferent in our schools, failure to understand the matter of the public-­SULYDWH´PL[µ
KDVSUHYHQWHGVXFFHVVIXOWHDFKLQJHYHQRIHIIHUHQWUHDGLQJDQGZULWLQJ·(Rosenblatt, 
2005, p. 29).  She is writing in the context of education in US high schools, but the 
implication that reading is taught mainly in the expectation that it will be used to 
extract information from texts, and that students are not encouraged to value their 
own responses to it, or to actually enjoy the experience, would seem to hold true for 
many Asian students as well.  The Japanese students in my study, and Japanese 
students at the college in general, often find it difficult to offer their own opinions in 
class because in Japan they are not expected to voice them, so they do not regard 
them as being valued. But if they were encouraged to read aesthetically as well as 
efferently, this approach would, according to Rosenblatt (2005, p. 29)¶IRVWHUWKH
KDELWVRIVHOHFWLYHDWWHQWLRQDQGV\QWKHVLV·WKDWDUHQHFHVVDU\WRFULWLFDODSSUHFLDWLRQ
and this has clear implications for classroom practice.            
2.5.11 5RVHQEODWW·V7KHory in the context of ludic reading 
The acme of enthusiasm for reading might be manifest in the phenomenon of the 
ludic reader, which Victor Nell discusses in Lost in a Book. The  ludic reader  is a 
SHUVRQZKRUHDGVDWOHDVWRQHERRNDZHHNIRUSOHDVXUHDQGIRUZKRP¶UHDGLQJ
SHUIRUPVWKHSURGLJLRXVWDVNRIFDUU\LQJ>XV@RIIWRRWKHUZRUOGV·(Nell, 1988a, p. 2). 
This reader is clearly a fluent reader in at least one language.  Nell describes the 
thrHHDQWHFHGHQWVRIOXGLFUHDGLQJLQDSHUVRQWKXVDQDELOLW\WR¶UDSLGO\DQG
HIIRUWOHVVO\DVVLPLODWHLQIRUPDWLRQIURPWKHSULQWHGSDJH·¶WKHH[SHFWDWLRQWKDW
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UHDGLQJZLOOEHDSOHDVXUDEOHH[SHULHQFH·DQGWKH¶VHOHFWLRQRIDQDSSURSULDWHERRN·
His ludic reader is a person whose stance appears to be nearly always at the 
DHVWKHWLFHQGRI5RVHQEODWW·VFRQWLQXXPZKRVHFRQFHQWUDWLRQRQWKHERRNVKHLV
reading is absolute, and whose addiction to reading is such that when she reads she 
is oblivious to all aroXQGKHU7KLVPD\QRWDSSHDUWREHDSLFWXUHRID¶W\SLFDO·(62/
UHDGHU%XW1HOO·V¶3UHOLPLQDU\0RGHORI/XGLF5HDGLQJ·7DEOHGRHV
demonstrate a motivational pathway applicable to anyone, whether second language 
learners or native speakers, which indicates that if the conditions do not apply, ludic 
reading will not occur.   
 
 
 
 
Figure 2.1: $IWHU1HOO·V3UHOLPLQDU\0RGHORI/XGLF 
Reading (1988a, p. 8) 
 
This is not to say that if the conditions applied, all ESOL readers would instantly 
become ludic readers, but simply that they might provide an environment which 
Person 
Antecedents of Ludic Reading 
 
Reading Ability 
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Correct Book Choice 
Ludic Reading Processes 
Consequences of Ludic 
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Physiological Changes 
Cognitive Changes 
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ZRXOGQXUWXUHJUHDWHUHQWKXVLDVPIRUUHDGLQJ:KDWHYHUWKHFDVHPD\EH1HOO·V
SURSRVHGDQWHFHGHQWVRIOXGLFUHDGLQJLQWKHFRQWH[WRI5RVHQEODWW·VDHVWKHWLF/ 
efferent continuum of reading response, could have pedagogical implications for 
second language reader/ learners.  
 
2.6 GENERAL PEDAGOGICAL IMPLICATIONS OF THEORETICAL 
APPROACHES 
I would suggest that in practice, most teachers, like Nation (2007), do take a 
pragmatic view towards language teaching, the differences in their approaches lying 
LQWKHUHODWLYHLPSRUWDQFHJLYHQWRHDFK¶VWUDQG·7KH¶)RXU6WUDQGV·SURSRVDODJUHHV
that roughly 25% of an ESOL teaching programme should consist of comprehensible 
input, in the form of reading and listening, and I would suggest that approximately 
half of that reading should be extensive, thereby endorsing the importance of ER in 
second language acquisition.  
 
So it can probably be accepted that, regardless of the stance adopted on the input 
output discussion, input in some form and quantity is essential for language 
acquisition, and, for learners who do not have the advantage of total immersion in 
their second language, ER is capable of forming a large proportion of 
comprehensible input. Disagreement arises over the ratio between output and input, 
and the nature of each.  However, the central question I ask in my study, what makes 
a good graded reader, may be linked to the relative positions on the input/output 
continuum of ER stakeholders, and the pedagogical implications these positions 
dictate. The essence of a good GR must relate to what the learners, teachers and 
academics think of ER and of the materials used to provide it, and how their 
perceptions are reflected in its implementation.  
 
There are many accounts of ERPs in the literature, and they all occupy unique 
positions along the input/output continuum. Each one proposes a different ratio, 
and most of them justify their implementation by purporting to show that they 
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LQFUHDVHOHDUQHUV·language proficiency.  The topic of ERPs, and the Graded Readers 
that sometimes provide materials for them, will be dealt with next.  
2.7 VARIOUS DEFINITIONS OF EXTENSIVE READING (ER) 
Although there is a general impression among ESOL (English to Speakers of Other 
Languages) teachers and applied linguists that ER is good for language proficiency, 
there does not appear to be a consensus of opinion on its definition. This may not 
seem surprising given the rifts between the supporters of rival SLA camps.   Some 
exponents of ER as a methodology expect accountability in the shape of journals and 
summaries, which would imply attention being paid to the accuracy of 
FRPSUHKHQVLRQDQGWKHLPSRUWDQFHRISURGXFWLRQRURXWSXW,Q5RVHQEODWW·VWHUPV
in these programmes the emphasis is placed on the efferent stance.  Others merely 
expect a record of books read, with the emphasis on quantity, suggesting a focus on 
fluency and a tendency to expect the learners to adopt an aesthetic stance on the 
reading response continuum.  In order to demonstrate the wide variety in 
implementation of ERPs that exists, and which is implied in the definitions of ER 
given by ER practitioners, I have described 6 definitions spanning a continuum 
stretching from low to high accountability.   
2.7.1 Krashen  
Krashen  (1987, p. 162) evaluates teaching methods according to how they measure 
up, in his view, as effective ways to promote language acquisition through 
comprehensible input, as outlined in the Input Hypothesis (2.4.1).  He finds 
FODVVURRPWHDFKLQJODFNLQJLQLWVDELOLW\WRSURYLGH¶WKHYDULHW\RIVHFRQGODQJXDJH
use necessary for real coPSHWHQFHLQDVHFRQGODQJXDJH· As an alternative to input 
gleaned from classroom teaching he puts forward conversation and ER, but as he 
VD\VKLVGHILQLWLRQRIUHDGLQJLV¶VSHFLDO·+HGHVFULEHVWKHNLQGRIUHDGLQJWKDW
FRUUHVSRQGVWRWKHGHPDQGVRIWKH,QSXW+\SRWKHVLVDV¶SOHDVXUHUHDGLQJ·DQG
¶FRPSOHWHO\YROXQWDU\·,WIXOILOVKLV requirements for optimal input. It is 
FRPSUHKHQVLEOHDQGLQWHUHVWLQJWKHUHIRUHWKHUHDGHU·VDIIHFWLYHILOWHUWRZDUGVLWZLOO
be low;; it is not grammatically sequenced and there is plenty of it (Krashen, 1987, p. 
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165),Q5RVHQEODWW·VWHUPVWKLVSRVLWLRQZRXOGLPSO\WKDWWKHUHDGHUVWDNHD
predominantly aesthetic stance.  
2.7.2 Maley 
Maley (2008, p. 133)GHVFULEHV(5DVD¶PDLGLQZDLWLQJ·UHIOHFWLQJWKHRSLQLRQWKDWLW
is an undervalued, subordinate method, waiting to be more fully utilised. His 
GHILQLWLRQRILWLV¶UHDGLQJODUJHTXDQWLWLHVRIWH[WDWDQDSSURSULDWHOHYHORIGLIILFXOW\
>LV@DQHIIHFWLYHZD\RIDFTXLULQJDIRUHLJQODQJXDJH·ZKLFKVHHPVWRSXWWKHIRFXV
on the hard work involved in learning a language, rather than the enjoyment. In 
other words, Maley expects an efferent, rather than aesthetic stance from his learners. 
2.7.3 Nation 
1DWLRQ·V(2001, p. 149) GHILQLWLRQLVWKDW¶extensive reading involves reading with the 
IRFXVRQWKHPHDQLQJRIWKHWH[W·DVRSSRVHGWRintensive reading ZKLFKLQYROYHV¶WKH
FORVHGHOLEHUDWHVWXG\RIVKRUWWH[WV·1DWLRQ·VYLHZRI(5SHUKDSVKDVPRUHRIDQ
academic air about it, as it was written in the context of learning vocabulary. 
However, he endorses the notion that success in reading may increase motivation for 
further study and reading (Nation, 2001, p. 155), and arguably, with success comes a 
certain amount of enjoyment, which may point to support for a mixture of  aesthetic 
and efferent stances. 
2.7.4 Bruton 
Bruton (2002, p. 25) VD\VWKDW(5FDQQRWFODLPWREHD¶Foherent reading approach, 
nor does it clarify teaching intervention, nor does it explain or gauge language 
GHYHORSPHQW·,QIDFWLWLVMXVWZKDWLWVD\V¶UHDGLQJH[WHQVLYHO\·DQGGRHVQRWDOORZ
for any specific purpose, be that efferent or aesthetic, focused on meaning or on 
syntactical detail. This supports the FRQWHQWLRQWKDWWKHUHLVQR¶RQHVL]HILWVDOO·
definition for ER. 
2.7.5 Grabe 
Grabe, quoted by Day and Bamford (2002, p. 7), does not identify the idea of 
SOHDVXUHDVWKHJXLGLQJSULQFLSOHVD\LQJWKDW¶H[WHQGHGUHDGLQJLVSHRSOHZLOOLQJWR
HQJDJH«>ZLWK@DORW RIH[WHQGHGWH[WVIRUDYDULHW\RIUHDVRQV·7KH¶YDULHW\RI
UHDVRQV·VRXQGVUDWKHUOLNH%UXWRQ·VXQGHUVWDQGLQJRIWKHWHUPDQGPLJKWLQGHHG
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be a realistic way of looking at ER in the context of a tertiary ESOL classroom, where 
for some readers, ER is more of a penance than a pleasure. Again, this position 
implies that learners necessarily have to read efferently.  However, in his latest book, 
Grabe  (2009, p. 192) has written a chapter about reading motivation, which does 
include the requirement that reading be seen as achievable, and also enjoyable. I 
infer from this that he believes reading aesthetically can also be a goal.   
2.7.6 Day and Bamford 
Their take on (5XQOLNH*UDEH·VHDUOLHULGHDHPSKDVLVHVWKH¶SOHDVXUH·DQJOH%\
¶UHIRUPXODWLQJ.UDVKHQ·VGHVLJQDWLRQRILQSXWDVLminus 1 (originally i plus 1), Day 
and Bamford (2002, p. 16) have emphasised the importance of easy reading, even at a 
level below the competency of the reader, in order to increase fluency and maintain 
LQWHUHVWDQGLQWKHLUWHQSULQFLSOHVWKH\DGKHUHWR.UDVKHQ·VRULJLQDO¶SOHDVXUH·
principle. They also derive some inspiration from an earlier set of principles, 
:LOOLDPV·¶7RS7HQ3ULQFLSOHVIRU7HDFKLQJ5HDGLQJ·(Williams, 1986). Although 
Williams focused on the classroom, and probably on intensive reading, his first 
SULQFLSOHLVWKDW¶LQWKHDEVHQFHRILQWHUHVWLQJWH[WVYHU\OLWWOHLVSRVVLEOH·+HVWUHVVHV
that reading lessons should consist of learners reading texts, not teachers teaching 
texts. In his third principle he states the requiremenWIRU¶JURZWKLQODQJXDJHDELOLW\·
to be part of the development of reading ability, thus underlining the importance of 
choosing the correct level in reading. However, some of his principles do appear to 
involve more intervention by teachers than do those of Day and Bamford, and in his 
attention to tasks based on the texts perhaps are more in tune with the Output 
Hypothesis and an efferent stance. 
2.7.6.1 'D\DQG%DPIRUG·V7HQ3ULQFLSOHV 
Extensive Reading in the Second Language (Day & Bamford, 1998) has been an 
influential text for ESOL teachers since its publication.  The fact that its authors are 
the founding members of the Extensive Reading Foundation suggests an interest in 
and an influence on extensive reading. Their Ten Principles of Extensive Reading 
(Day & Bamford, 2002) have been guidelines for many ER programmes, and it is for 
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this reason that I use them as a yardstick here.  For ease of reference I shall list them 
below: 
1. The reading material is easy 
2. A variety of reading material on a wide range of topics is available 
3. Learners choose to read what they want to read 
4. Learners read as much as possible 
5. Reading speed is usually faster, rather than slower 
6. The purpose of reading is usually related to pleasure, information and general 
understanding 
7. Reading is individual and silent 
8. Reading is its own reward 
9. The teacher orients and guides the students 
10. The teacher is a role model of a reader 
 
These principles highlight the need for a wide choice of materials, and for the 
freedom of the learner to choose her own texts, speed and manner of reading.  They 
support the adoption of a pre-­dominantly aesthetic stance in ER, with the primary 
purpose being enjoyment of the reading process, rather than the focus being on what 
can be extracted from the text read.   
 
.UDVKHQDQG'D\DQG%DPIRUG·VLQWHUSUHWDWLRQRIKLVK\SRWKHVHVKDYHLnspired 
PDQ\(53VEXWWKHK\SRWKHVHVDQGSULQFLSOHVKDYHRIWHQEHHQ¶FKHUU\-­SLFNHG·DQG
applied in many different ways by different researcher-­educators, as I show in the 
following examination of a number of ERP reports.  
 
2.8 ERP REPORTS 
2.8.1 Choice of ERP reports 
Jacobs, Renandya and Bamford (2000) have produced a catalogue of papers written 
about ER in general, and I started from this to select articles describing ERPs and 
their implementation. In order to focus on the subject of this study I tried to confine 
the list to tertiary studies, and to reports from peer reviewed journals, but I did use 
 31 
 
(OOH\DQG0DQJXEKDL·VVWXG\RQUHDGLQJLQSULPDU\VFKRROV(Elley & Mangubhai, 
1983), as their Fijian Book Flood has been an inspiration for ERPs since the early 
1980s. I also included studies by Green (2005) and Wong (2001), although they 
describe reading in secondary schools, as both their reports are unusual in that they 
describe programmes the authors consider to be unsuccessful;; there is a tendency in 
the literature to write articles describing the success of programmes, rather than their 
perceived failures.  In the group of tertiary studies there are two studies where the 
context is similar to that of my own ERP, that of English being taught as a second 
language. The other tertiary studies were conducted in the context of English as a 
foreign language. The Jacobs list was published in 2000, so for reports published 
since then I have relied on trawling through academic journals, particularly Reading 
in a Foreign Language, and on recommendations.  The list of ten ERPs thus selected 
is as follows: 
1. Cho and Krashen (1994) 
2. Elley and Mangubhai (1983) 
3. Green (2005) 
4. Macalister (2008) 
5. Mason and Krashen (1997) 
6. Nash and Yuan (1992/93) 
7. Pino-­Silva (1992) 
8. Renandya, Rajan and Jacobs (1999) 
9. Robb and Susser (1989) 
10. Wong (2001) 
 
 PRIMARY SECONDARY TERTIARY 
ESL ELLEY & MANGUBHAI  CHO AND KRASHEN 
MASON AND 
KRASHEN 
MACALISTER 
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EFL  GREEN 
WONG 
NASH AND 
YUAN 
 
Figure 2.2 Distribution of studies by education sector and place of English 
within it 
 
Although most of these studies were conducted in order to demonstrate the virtues 
of ER in increasing language proficiency of learners, in this study I do not focus on 
their success in developing language proficiency, but rather from the point of view 
RIWKHLUVWDQFHVRQ.UDVKHQ·V,QSXW+\SRWKHVLV'D\DQG%DPIRUG·V7HQ3ULQFLSOHV
and how they fit with RosenEODWW·VWUDQVDFWLRQDOWKHRU\RIUHDGLQJUHVSRQVH,DOVR
look at their use of GRs as a source of reading material. 
2.8.2 Mason and Krashen 
$V.UDVKHQ·V,QSXW+\SRWKHVLVKDVEHHQFULWLFDOLQLQVSLULQJPDQ\RIWKH(53V
described here I shall begin by looking at two studies in which he was involved. In 
0DVRQDQG.UDVKHQGLGWKUHH¶H[SHULPHQWV·ZKLFKWKH\FODLPHGFRQILUPWKH
value of ER in learning English as a foreign language. The questions they asked were 
as follows: 
1. Does ER produce results comparable to tKRVHDFKLHYHGLQ¶WUDGLWLRQDO·FODVVHV" 
2. Does ER only benefit more able learners? 
3. Is ER enhanced by output? 
4. Is the effect of ER reliable? 
 
In Experiment 1, the students read only GRs;; in Experiment 2, some of them were 
DOORZHGWR¶PRYHRQWRDXWKHQWLFWH[WVLQWKHVHFRQGVHPHVWHU·,Q([SHULPHQWD
much larger choice of books was available, but the proportion of GRs is not recorded.  
 
All three experiments showed greater gains in reading comprehension, reading and 
writing speed for the experimental classes over the control groups.  Two points 
about this study are of interest in the context of my own study related to the affective 
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filter in accountability, and enjoyment in reading.  Reading speed appeared to 
increase when the affective filter was lowered because readers were allowed to 
summarise in their own language, and, more importantly, Mason and Krashen 
found that students actually enjoyed reading.  In Experiment 1, where failing 
VWXGHQWVZHUHJLYHQDQ(53DVDODVWUHVRUWWKHDXWKRUVVD\¶0DQ\RIWKHRQFH
UHOXFWDQWVWXGHQWVRI()/EHFDPHHDJHUUHDGHUV·DQGLQ([SHULPHQWWKHFRQWURO
groups students, who used the same classroom as one of the experimental groups 
DQGVDZWKHERRNVEHLQJXVHGZHUHIUXVWUDWHG¶WKH\DVNHGIRUERRNVDQGIHOW
FKHDWHGWKDWWKHLUFODVVZRUNGLGQRWLQFOXGHH[WHQVLYHUHDGLQJ·:KLOHWKLVLVD
negative rather than positive indication of enjoyment of ER, it suggests that 
communication between the groups might have led the control group to believe that 
they were not deriving as much pleasure from their English lessons as the 
experimental groups who were engaged in ER.  However, the enjoyment factor was 
not the focus of the study, and was not measured in any systematic way. 
Accountability was relatively high, but for the group where learners could 
summarise in their own language, the affective filter seemed to be low. Nevertheless, 
by requiring summaries, Mason and Krashen appear to be concentrating on what the 
learners could extract from the texts, rather than on fostering the reading experience 
itself. 
2.8.3 Cho and Krashen 
The other study involving Krashen is that undertaken with Cho in 1994 (Cho & 
Krashen, 1994).  This differs from the Mason and Krashen study in several respects. 
In this there were only four participants, so it is not a statistically significant study 
like the first.  The participants were immigrants to the US, learning English as a 
second, not a foreign language;; three of them were Korean and the fourth was 
Spanish. No accountability was required of them except to report which books they 
had read, so that the quantity could be recorded, although various ways were used 
to estimate the increase in their English vocabulary over the duration of the study. 
Another difference was that the diet of books available was restricted to one series of 
¶DXWKHQWLF·WH[WVZULWWHQIRUQDWLYHVSHDNHUVWKH6ZHHW9DOOH\VHULHV0RVWERRNVUHDG
were from Sweet Valley Kids, but the most advanced learners also read books from 
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Sweet Valley Twins and Sweet Valley High.  As in the first study, one notable result 
ZDVWKDW¶DOOIRXUZRPHQEHFDPHHQWKXVLDVWLFUHDGHUV· (Cho & Krashen, 1994, p. 664) 
DQGWKH\UHSRUWHGWKDW¶UHDGLQJKHOSHGWKHLURUDODXUDOSURILFLHQF\·DQGWKXV
LQFUHDVHGWKHLU¶FRQILGHQFHDQGFRPSHWHQFHLQHYHU\GD\VLWXDWLRQVVXFKDVVKRSSLQJ
DQGLQFRQYHUVDWLRQ·)LQDOO\WKHVWXG\KDGDGXDOSXUSRVH7KHDXWKRUV·K\SRWKHVLV
ZDV¶LIZHJDYHDGXOWVHFRQGODQJXDJHVWXGHQWVWKHright (my italics) texts, [that is, 
texts] that were both interesting and comprehensible, we would see more free 
UHDGLQJDQGFOHDUSURJUHVVLQVHFRQGODQJXDJHDFTXLVLWLRQ· So although the study 
was investigating language acquisition in relation to amount of free reading, the free 
UHDGLQJZDVGHSHQGHQWXSRQWKHTXDOLW\RIWKHWH[WVWKH\KDGWREH¶ULJKW·LQWHUPV
of interest and level. The Sweet Valley books are usually about school children or 
young adults, and were clearly interesting to the students participating in the study, 
DOWKRXJK&KRDQG.UDVKHQDGPLWWKDWSRVVLEO\¶QRWDOOVHFRQGODQJXDJHOHDUQHUVZLOO
EHLQWHUHVWHGLQERRNVVXFKDV6ZHHW9DOOH\«·(Cho & Krashen, 1994, p. 667)   And 
although it turned out that in both studies enjoyment in reading was evident, in 
neither was it the focus of the inquiry. However, in the Cho and Krashen study, 
enjoyment was implicit in the purpose of reading;; as the proficiency of the subjects 
improved, they resorted less and less to dictionaries, and simply read for pleasure. 
2.8.4 Elley and Mangubhai 
The next study to be examined is the Fijian Book Flood, instigated and reported by 
Elley and Mangubhai (1983), which I include because it is much cited as an example 
of the beneficial effects on language acquisition of a large amount of reading. Their 
experiment used three treatments for a group of Fijian primary school children at 
levels 4 and 5: the treatments were the Shared Book method, the Silent Reading 
method and the traditional Tate method, based on Audio-­lingualism. The Tate 
method  was used for the control groups.    All three groups were taught according 
to the normal school timetable, but the Shared Book and Silent Reading groups 
replaced 20 ² 30 minutes each day of the Tate Reading activities with Shared Book or 
Silent Reading activities. The Tate method involved teaching two 15 minute oral 
(QJOLVKOHVVRQVDGD\DQGXVLQJ*5VJUDGHGUHDGHUVVXFKDVWKH)LML0LQLVWU\·V
WH[W´6WRULHVIRU8VµWRSURYLGHSUDFWLFHLQRUGHUWR¶FRQVROLGDWHWKHVWUXFWXUHVDnd 
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vocabulary taught in the oral lessons· (Elley & Mangubhai, 1983, p. 59).  The Shared 
Book group was taught by using large format story book versions of Book Flood 
books, which were read together with the class several times. As the children grew 
familiar with the story more opportunity was given for them to contribute, by 
making comments and doing related activities such as role play and drawing.  The 
6LOHQW5HDGLQJJURXSVLPSO\UHDGERRNVRIWKHLUFKRLFHVHOHFWHGIURPWKH¶%RRN
)ORRG·FROOHFWLRQIRUWKHDOORWWHGFODVVWLPHDQGWKLVVLOHQWUHDGLQJZDVPRGHOOHGE\
the class teachers.   
 
7KH¶%RRN)ORRG·K\SRWKHVLVZDVWKDWH[SRVXUHWRDODUJHQXPEHURIERRNVZRXOG
have a positive effect on language acquisition, which would be measured by 
contrasting the Silent Reading group and the Shared Book group with the control 
group. A second hypothesis was thDWLQWKH6KDUHG%RRNPHWKRG¶SXSLOVZRXOG
become more actively involved in the learning experience than the Silent Reading 
JURXS·%RWKQHZPHWKRGVZHUHH[SHFWHGWRSURYLGHPRUHODQJXDJHDFTXLVLWLRQWKDQ
the Tate Method, and this expectation was proved correct.  Although better 
acquisition was observed at the end of the first year by the Shared Book method 
group, by the second year very little difference was apparent between the Shared 
%RRNJURXSDQGWKH6LOHQW5HDGLQJJURXS(OOH\DQG0DQJXEKDLVD\¶WKH lack of 
GLIIHUHQFHEHWZHHQWKHWZRPHWKRGVLQGLFDWHVWKDWWKHVHDFWLYLWLHV>WKH¶RXWSXW·
activities related to the Shared Book stories] are not as important as their advocates 
FODLP· 
In the Book Flood study the only GRs specifically alluded to are the ones used for 
the Control Groups. The 300 books provided as material for the Silent Reading and 
the Shared Book groups are not listed, but Elley and Mangubhai mention the 
Ladybird books, a series written for children who are native speakers of English, and 
WKH\VD\WKDW¶WKHSRSXODUVWRULHVRIWKHZHVWHUQWUDGLWLRQ-­  The Three Pigs, 
&LQGHUHOOD5HG5LGLQJ+RRG«ZHUHFRQVLVWHQWIDYRXULWHV«DQGHIIHFWLYHLQ
KRRNLQJFKLOGUHQRQWRWKHUHDGLQJKDELW·,WVHHPVWKDWPRVWRIWKHERRNVZHUH
simple, high interest, well illustrated books produced for native speakers. When 
discussing exactly what caused the differences between the groups, Elley and 
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0DQJXEKDLFRQFOXGHWKDWLI¶WKHUHZDVDQ\JUHDWHUPRWLYDWLRQWRUHDG(QJOLVK>LQWKH
Book Flood groups] it was produced b\WKHDSSHDORIWKHERRNVWKHPVHOYHV·7KH
Book Flood books were clearly more popular than the GRs produced for the Fijian 
Government.   
 
What the Fijian Book Flood appears to show is that input, in the form of enjoyable  
books, will have a positive effect on language acquisition, and the amount of output, 
or accountability required does not make a great deal of difference to the final result.  
Elley and Mangubhai justify ER, delivered either as Silent Reading or Shared Book 
Reading, by its positive effect on language acquisition, but implicit in this study is 
WKHSULQFLSOHRIHQFRXUDJLQJOHDUQHUVWREHFRPH¶KRRNHG·RQWKHUHDGLQJKDELW
through reading large amounts of attractive, interesting books for pleasure. The 
Book Flood programme does not promote the result, or product, of the reading to 
the detriment of  enjoying the reading process. Its aim appears to be the fostering of 
the reading experience as much as the development of language proficiency. 
2.8.5 Macalister 
-RKQ0DFDOLVWHU·V(2008) study is cDOOHG¶,PSOHPHQWLQJH[WHQVLYHUHDGLQJLQDQ($3
(QJOLVKIRU$FDGHPLF3XUSRVHVSURJUDPPH·DQGLWLVVLPLODUWRWKHVWXGLHVRI(OOH\
and Mangubhai, Cho and Krashen and to my own study,  in that it involves 
participants who are studying English as a second, rather than a foreign language. It 
is also similar to the Cho and Krashen study and to the Silent Reading Group in 
Elley and Mangubhai in that no accountability is demanded of the participants other 
than reporting which books were read.  
 
0DFDOLVWHU·VSDrticipants were students from abroad whose command of English was 
insufficient for the New Zealand university level studies they wished to pursue.  The 
English for Academic Purposes (EAP) programme was designed to bring them up to 
the required level. MacalLVWHU·VUDWLRQDOHLVWKDW(5LVODUJHO\DEVHQWLQ($3
programmes, usually because of the stringent formal teaching demands of the 
syllabus. However, he cites Day and Bamford (1998, p. 34) as a source of twelve 
studies showing the value of ER in developing proficiency in listening, reading and 
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writing, if it is integrated into a teaching programme. Macalister (2008, p. 250) says: 
¶WKHPRVWXQXVXDODVSHFWRIWKHFODss programme was the inclusion of 20 minutes of 
sustained silent reading at the end of each morning, with the teacher modelling good 
UHDGLQJEHKDYLRXUE\UHDGLQJVLOHQWO\GXULQJWKLVWLPH·7KHOHDUQHUVFKRVH*5V
IURPWKH/DQJXDJH/HDUQLQJ&HQWUH·VOLEUDUy, and these were catalogued according 
WROHYHO¶7KHUHZDVQRDFWLYLW\UHODWHGWRWKHUHDGLQJ«/HDUQHUVZHUHHQFRXUDJHG
to read in their own time and to reaG«DWOHDVWWZR*5VDZHHN·(ibid). This study 
differed from many ERPs in that it did not try to measure the gain in language 
SURILFLHQF\DVDUHVXOWRIWKHSURJUDPPHDOWKRXJK1DWLRQ·V9RFDEXODU\/HYHOV7HVW
ZDVDGPLQLVWHUHGDWWKHEHJLQQLQJRIWKHFRXUVHDQG¶LQGLFDWHGWKDWWZRWKLUGVRIWKH
class did not have mastery of the 2000-­ZRUGOHYHO·(ibid) and thus would have had 
difficulty in reading academic texts.  Instead the efficacity of the programme was 
PHDVXUHGLQDVHULHVRITXHVWLRQQDLUHVDQGLQWHUYLHZV0DFDOLVWHUFRQFOXGHVWKDW¶WKH
inclusion of extensive reading as a component of an EAP programme was positively 
received by the learners and at least in some cases created positive attitudes towards 
UHDGLQJ·6RKHUHWKHIRFXVZDVRQ¶SRVLWLYHDWWLWXGHVWRUHDGLQJ·EHLQJIRVWHUHG
without accountability. This focus on reading for pleasure would tend to encourage 
an aesthetic stance among the learner-­readers. However, the study was not designed 
to investigate which kinds of texts appealed to which learners, or why they enjoyed 
them.  
 
2.8.6 Two studies of the same ERPs in secondary schools: Green and Wong 
0DFDOLVWHUFRPSDUHVKLVVWXG\ZLWK*UHHQ·V(2005) account of the Hong Kong 
Extensive Reading Scheme (HKERS), despite the fact that the HKERS was delivered 
to secondary, not tertiary leDUQHUVEHFDXVHQHLWKHUSURJUDPPHZDV¶LQWHJUDWHGZLWK
RWKHUFRPSRQHQWVRIWKHSURJUDPPH·(Macalister, 2008, p. 254) and in both cases the 
UHDGLQJZDV¶LQGLYLGXDOO\RULHQWHG·ZKLFKRQHPLJKWH[SHFWLQDQ(53,QERWKFDVHV
also, there was a prescribed length of time for reading in the classroom.  However, 
*UHHQ·VLVRQHRIWKHIHZUHSRUWVWKDWDUHFULWLFDORI(53VDVWKHUHVXOWVRIWKH+.(56
ZHUHUDWKHUGLIIHUHQWIURPWKRVHRI0DFDOLVWHU·VSURJUDPPH*UHHQEHJLQVKLVDUWLFOH
ZLWKWKHZRUGV¶Few language learning initiatives have generated more hope 
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LQLWLDOO\DQGPRUHGLVDSSRLQWPHQWXOWLPDWHO\WKDQH[WHQVLYHUHDGLQJVFKHPHV·DQG
he goes on to describe the implementation of this Hong Kong wide programme for 
ER in secondary schools in the 1990sZKLFKKHILQGV¶LQLWVRYHUZKHOPLQJFRQFHUQ
WRGHYHORSUHDGLQJIOXHQF\DQGDHVWKHWLFDSSUHFLDWLRQ«IDLOVWRSD\VXIILFLHQW
DWWHQWLRQWRWKHGHYHORSPHQWRIOHDUQHUV·WDUJHWODQJXDJHV\VWHPV·7KHUHDVRQVIRU
the disparity in results between the Hong Kong and Macalister programmes appear 
WROLHLQWKHGHOLYHU\,WLVFOHDUIURP*UHHQ·VDUWLFOHWKDWWKHLPSOHPHQWDWLRQRIWKH
(53VLQ+RQJ.RQJZDVQRWFRQVLVWHQWRYHUDOOWKHVFKRROV+HVD\V¶VFKRROV
interpret government-­issued guidelines in strikingly diIIHUHQWZD\V·$FFRUGLQJWR
KLVUHSRUWIHZVFKRROVWRRNXS¶WKHRSSRUWXQLW\IRUVKDULQJWKHFKDOOHQJHVDQGMR\V
RIUHDGLQJLQDIRUHLJQODQJXDJH·,QVWHDGWKH¶LQGLYLGXDOLVHGDQG>PRVW
LPSRUWDQWO\@VLOHQWQDWXUHRIWKHVFKHPH·ZDVWKHGRPLQDQWFKDUDFWHristic of the 
VFKHPHDQG*UHHQGHVFULEHV(5FODVVHVLQPDQ\VFKRROVDVKDYLQJ¶DOOWKH
DSSHDUDQFHRIDSDUWLFXODUO\PRQDVWLFGHWHQWLRQVHVVLRQ·7KLVKDUGO\VRXQGVDVLILW
DGKHUHVWRDQ\SULQFLSOHRIHQMR\PHQW$QRWKHUGHSDUWXUHIURPWKHLGHDORI¶SOHDVure 
UHDGLQJ·UHFRPPHQGHGLQ'D\DQG%DPIRUG·V¶UHDGLQJLVLWVRZQUHZDUG·SULQFLSOH
is that learners in the HKERS were not allowed to progress to a higher level of reader 
unless they had passed a test. This undoubtedly raised the affective filter  by causing 
anxiety (Krashen, 1987, p. 31), and therefore limited input.  In addition, as there was 
a limited number of books available at each level, it meant that the Day and Bamford 
principle of choice (no 3) was probably not adhered to either, as in the circumstances 
it was likely that a number of learners would have been obliged to read books which 
did not really interest them.  
 
As far as the books read were concerned, fifty books at each of 8 readability levels 
were supplied by the Edinburgh Project for Extensive Reading, but neither Green 
nor Wong (2001) in an earlier report, relate which of these books, if any, were 
popular, or why.  Wong criticises the limited choice of reading;; 400 titles for all the 
secondary school children in Hong Kong certainly seems a parsimonious quantity. 
:RQJ·VUHSRUWOLNH*UHHQ·VJLYHVDJHQHUDOly negative review of the HKERS. He 
VD\VWKDWDGHFDGHDIWHUWKHLQWURGXFWLRQRIWKH+.(56¶WKHDWWLWXGHWRZDUGV(QJOLVK
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UHDGLQJ«UHPDLQVQHJDWLYH·DQG¶FRQFHUQDERXWWKHGHFOLQLQJ(QJOLVKSURILFLHQF\
DPRQJWKHVWXGHQWVLVVWLOOZLGHVSUHDG·(Wong, 2001, p. 3).  His criticisms are very 
VLPLODUWR*UHHQ·VDQGIRFXVRQWKH¶SRRURUJDQLVDWLRQSDWWHUQVIRUGHOLYHULQJ
UHDGLQJLQVWUXFWLRQ·*UHHQWKRXJKWWKDWWDVN-­based outcomes related to reading 
could have been integrated into the demands of the syllabus.  This would have 
meant accountability, but accountability focused on the outcomes of tasks, rather 
than the results of tests.  Taking the conclusions from both reports together, it might 
indicate that the implementation of the ERPs focused too much on accountability, 
DQGWKXVHPSKDVLVHGWKHHIIHUHQWHQGRI5RVHQEODWW·VUHVSRQVHFRQWLQXXPDWWKH
expense of enjoyment of reading. There is also more than a hint that some 
instructiRQLQWKHOHDUQHUV·DSSURDFKWRUHDGLQJZDVODFNLQJ7KHVHFRQGDU\VFKRRO
children were in no way guided towards enjoyment of reading, and it was clearly 
seen by many of them as a burden.  
2.8.7 Nash and Yuan (1992/93) in Taiwan 
This study is different from the HKERS in that it investigated tertiary level students 
for whom English was a foreign, rather than a second language, and the 
accountability appears to have been less stressful.  For a period spanning two 
VHPHVWHUVDFRQWUROJURXSZDVWDXJKWUHDGLQJ¶VXE-­sNLOOV·DQGDQH[SHULPHQWDO
group followed an ERP. There were pre and post-­tests of language proficiency, as 
WKHREMHFWLYHZDVWR¶LPSURYHVWXGHQWV·UHDGLQJSHUIRUPDQFH·EXWWKHUHZDVDOVRD
course evaluation which aimed to find out whether the students enjoyed the ERP. 
The pre and post-­test results did not show great differences between the two groups, 
but the evaluation indicated that the ER group enjoyed the course more than the 
control group. Nash and Yuan concluded that language acquisition does not need to 
EHDFKRUH¶RXUVWXGHQWVZLOOOHDUQWKDWUHDGLQJLQ(QJOLVKFDQEHLQWHUHVWLQJDQG
HQWHUWDLQLQJDQGQRWMXVWJULQGLQJVWXG\·7KHERRNVWKDWWKHUHDGHUVFODLPHGWROLNH
ZHUHVKRUWVWRULHVFKLOGUHQ·VERRNVOHJHQGVDQGIDEOHVPRYLHERRNVGHWHFWLYe 
stories and comics, but no mention is made of whether they were authentic texts or 
GRs.  Here, the focus is clearly on enjoyment and reading presented as pleasure, and 
the preferred texts appear to tend towards fiction, rather than fact.  The reader is 
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being encouraged to enjoy the experience of reading in the expectation that more 
reading will promote increased language proficiency. 
2.8.8 Robb and Susser (1989) 
$VLPLODUFRQFOXVLRQWKDW¶H[WHQVLYHUHDGLQJPD\EHDWOHDVWDVHIIHFWLYHDVVNLOOV-­
EXLOGLQJZLWKWKHLPSRUWDQWDGYDQWDJHWKDWLWLVPRUHLQWHUHVWLQJIRUWKHOHDUQHUV·
had been reached earlier by Robb and Susser, who also compared groups doing 
what they termed ER with groups engaged in learning reading by practising skills 
strategies. However, their reading materials were rather different;; their Japanese 
students, learning English as a foreign language, were using the SRA (Science 
Research Associates) Reading Laboratory Kits. These consist of graded short 
passages with comprehension questions on cards, written for native speakers, and 
colour coded according to level of difficulty, which were used as a self-­study scheme 
in class. There is a question as to whether this is really extensive reading, given the 
length of the passages, but SRA does provide a large body of reading material, and a 
certain amount of choice at each level for the reader. There is also a question over the 
levels;; as the series was designed for native speakers, the criteria for difficulty may 
not be the same as those used for second language learners, thus compromising Day 
DQG%DPIRUG·V¶HDV\·SULQFLSOHQR$GGLWLRQDOO\RXWRIFODVVOHDUQHUVKDGWRUHDG
a minimum of 500 pages during the year, which were mostly from the college library 
DQGFRQVLVWHGRIUHDGHUV¶GHVLJQHGIRU$PHULFDQWHHQDJHUV·VXFKDVWKH-XG\%OXPH
novels. Learners were tested at the beginning of each class to check that home 
reading was taking place, and they also wrote summaries.  
 
However, questionnaires completed by learners revealed that they enjoyed the ERP, 
and felt that it had improved their writing abilities, which somewhat surprised the 
researchers.  Thus in this programme, as in the Fijian Book Flood, output in the form 
of answers to questions and summaries, as well as input in the form of large 
amounts of reading, was perceived to have stimulated proficiency, and the 
programme was received positively. The study was primarily done in order to 
demonstrate tKHEHQHILWVRI(5RYHUWKHPRUHWUDGLWLRQDO¶VNLOOV-­EXLOGLQJ·DSSURDFK
to English teaching in vogue at the time. It represents a major change in the attitude 
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to English teaching, and although accountability is a feature of the programme, it 
appears to be reasonably relaxed.  The SRA reading questions are marked by the 
learners themselves, and they are responsible for their own progression to higher 
OHYHOV7KH¶KRPH·UHDGLQJVXPPDULHVDFFRUGLQJWRWKHTXHVWLRQQDLUHUHVXOWVZHUH
perceived as helping both lHDUQHUV·XQGHUVWDQGLQJRIWKHWH[WVUHDGDQGWKHLU
writing. So here, it seems that both aesthetic and efferent stances were encouraged. 
2.8.9 Robb (2002) 
The Robb and Susser report described above was written in 1989. However a later 
article written by Robb in 2002 shows, as he says, an alternative view. He now takes 
issue with the principle of reading for pleasure, particularly in the Asian context, 
ZKHUHKHVXJJHVWVWKH¶ODXGDEOHFRQFHSW·RI>OHDUQHUV@EHLQJUHVSRQVLEOHIRUWKHLU
RZQOHDUQLQJLVQRW¶DXFRXUDQW·LQPDQ\QRQ-­Western societies. Far from being 
governed by the principle of low accountability, ER teachers need to crack their 
¶pedagogical whips· (Robb, 2002, p. 146) and demand reports or the reading will 
never get done.  Readers are now being encouraged to focus on the product of their 
reading, rather than on enjoying the process, and enjoyment has been relegated to a 
secondary position, in response to the concerns of some learners as well as teachers. 
These concerns are also apparent in the next report. 
2.8.10 Renandya, Rajan and Jacobs (1999) 
Renandya, Rajan and Jacobs describe a 2 month intensive English programme 
designed for 49 senior Vietnamese government officials in Singapore. As a 
justification for the inclusion of an ERP in the programme, Renandya et al cite 
Krashen (1987, p. 167) as saying that pleasure reading can provide optimal input for 
acquisition, and Mason and Krashen (1997), Elley and Mangubhai (1983), and Nation 
(1997)WRVKRZWKH¶EHQHILWVRI(5IRUOHDUQHUV·ODQJXDJHGHYHORSPHQW·7KH
programme contained a reading /writing component which was allocated 5 hours 
per week, and the ERP was a key element of this.  The learners were required to read 
extensively outside class (20 books or 800 pages), and to write short summaries of 
each book they had read. Another form of output was re-­telling the stories to their 
peers, and this they found engaging. They were frequently told to choose texts that 
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were easy, even too easy, over difficult ones. Proficiency was measured in pre and 
post-­tests. A course evaluation questionnaire showed that the learners appreciated 
the large amount of reading they had had to do, but it should be noted that in the 
ILUVWWZRZHHNVRIWKHFRXUVH¶VRPHFRPSODLQHGDORWDERXWWKHTXDQWLW\RIUHDGLQJ
DVVLJQPHQWVVD\LQJWKH\GLGQRWKDYHWKHWLPH«7KLVRSSRVLWLRQWXUQHGWR
HDJHUQHVVDIWHUUHSHDWHGH[SODQDWLRQRIWKHLPSRUWDQFHRI(5·(Renandya, et al., 1999, 
p. 52).  This was an ERP with a reasonably high level of accountability, but the 
emphasis was on ease of reading and enjoyment. The report does not tell what they 
were reading, although the length of the books (20 books = 800 pages) suggests GRs.  
But an important feature of this programme in the context of my study is the 
changing attitudes of the learners after the value of ER had been explained several 
times. They stopped thinking it was a waste of time, and, instead, appreciated the 
¶SOHDVXUHDQGLQVLJKWSURYLGHGE\WKHUHDGLQJPDWHULDO·,QWKLVFDVHLWVHHPVWKDW
when the appropriate stance was explained to the learners, (who were mature adults 
of probably above average intelligence) they were able to better appreciate and enjoy 
their reading.  
2.8.11 Pino-­Silva (1992) 
7KHILQDOVWXG\LQWKLVJURXSLQGLFDWHVLWVDXWKRU·VSRVLWLRQE\WKHWLWOHExtensive 
reading: No pain, no gain? Pino-­6LOYD·V(53LVGLIIHUHQWIURPWKHRWKHUVLQWKDWLWPDGH
use of authentic texts which were graded only according to length, not level. He 
MXVWLILHVKLVUHDGLQJSURJUDPPHE\FLWLQJ)UDQN6PLWK·V(1988, p. 174) assertion that 
¶FKLOGUHQ>DQGWKXVVWXGHQWV@OHDUQWRUHDGE\UHDGLQJ·3LQR-­Silva teaches English to 
science students at the Universidad Simon Bolivar, in Venezuela. He describes his 
VWXGHQWVDVEHLQJ¶HTXLSSHGRQO\ZLWKDSUHFDULRXVKLJK-­school English 
competence,·ZKR¶UHDGLQDZRUGE\ZRUGIDVKLRQGRQRWHQMR\UHDGLQJGRQRW
read much and do not understand well·(Pino-­Silva, 1992, p. 48).  His goal in this 
(53ZDVWRHTXLSWKHPWR¶UHDGH[WHQVLYHO\DJUHDWHUQXPEHURIWH[WVWKDQLVSRVVLEOH
LQDQ\RQHRIWKHFRXUVHVLQRXUUHDGLQJSURJUDPPH·7KHPDWHULDOVXVHGIRULWZHUH
WH[WVIURPPDJD]LQHVWKDWFRQWDLQHGDUWLFOHVRQ¶XS-­to-­GDWH·VFLHQWLILFtopics.  The 
texts were not simplified in any way, but simply graded according to the number of 
words they contained. At the beginning of the hour-­long class each student was 
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randomly assigned a text by Pino-­Silva, but when they had read the first text, they 
were allowed to select a second one themselves. Grading for the course was simply 
DFFRUGLQJWRWKHQXPEHURIWH[WVUHDG7KHOHDUQHUVUHSRUWHGWKDWWKH\¶HQMR\HGWKH
RSSRUWXQLW\WRUHDGVLOHQWO\PRUHPDWHULDORIWKHLUFKRLFH·7KH\GLGQRWIHHO
threatened by the need to be accountable, and their motivation was enhanced.  
Although, like the SRA texts, the texts were short and not what might be normally 
termed ER materials, they did provide a large amount of reading which in the end 
was comprehensible to the learners.  Even though the affective filter must have been 
high in the beginning, when the learners with their high-­school English had just 
started to struggle with authentic texts, the fact that there was no accountability may 
have increased the enjoyment factor.  Pino-­6LOYDXVHVWKHZRUG¶HQMR\DEOH·HYHQLI
only in a relative way.  The title of his paper may suggest a certain amount of 
satisfaction in a task well done, rather than pleasure in the actual doing.  It is 
possible that the learners derived enjoyment from their reading in part because they 
were expecting it to be difficult, and the fact that they were able to extract increasing 
amounts of meaning from it gave them pleasure.  
2.9 SUMMARY OF SELECTED ERPS 
This account of a group of ER studies has illustrated the different views of 
teacher/researchers about what constitutes extensive reading, exemplified in the 
implementation of the ERPs.  Robb, Susser and Pino-­Silva appear to consider that if 
there is enough comprehensible input, the form it takes is irrelevant, and short 
articles in unsimplified English are perfectly acceptable.  Pino-­Silva in particular 
seems to think that given the right motivation, and a large enough amount of input, 
learners will eventually be able to comprehend written texts.  At the other end of the 
scale, Cho and Krashen, Mason and Krashen and Renandya et al make the point that 
the reading should be easy, even too easy, in order to lower the affective filter and 
make the experience enjoyable. Elley and Mangubhai, Macalister, Nash and Yuan 
and Robb and Susser  do not specify that the texts should be easy, but implicit in the 
notion of choice is the idea that the learner will probably select texts he or she is 
capable of reading. Of course, selection may take place over a broad band of 
competency. Green and Wong both point out that learners in the HKERS may not 
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SURJUHVVWRDKLJKHUOHYHOXQOHVVWKH\DUHFRPSHWHQWLQWKHOHYHOEHORZVR¶HDV\·
seems to be assumed, but at the expense of pleasure. Elley and Mangubhai, 
Macalister and Nash and Yuan, Cho and Krashen, Mason and Krashen and 
Renandya et al all agree that the principle of pleasure is important, but the other 
researchers in the group do not appear to rate it so highly.  Accountability has a 
different weighting in each study.  In some ERPs, output as well as input appears to 
promote language proficiency. The materials read in the programmes differ widely;; 
in some ERPs, GRs form the major part of the materials, while in others the larger 
SDUWFRQVLVWVRI¶DXWKHQWLF·PDWHULDOs. 
 
Thus it seems that there is no one paradigm for an ERP.  The title of a paper on the 
subject of ERPs in secondary schools by Lucy Tse (1996) is If you lead horses to water 
they will drink, but apparently, there are different kinds of horses being led in 
different directions to different bodies of water.  In view of the variations apparent 
across tKHWHUWLDU\VHFWRUDORQHWKHPHWDSKRUPLJKWPRUHDSWO\EH¶KRUVHVIRUFRXUVHV· 
If teachers and academics diverge so widely in their interpretations of ER, it is fair to 
imagine that the learners also have widely divergent views as to its purpose and 
most HIIHFWLYHLPSOHPHQWDWLRQ/HDUQHUV·SXUSRVHVLQXQGHUWDNLQJ(5ZLOOYDU\
widely;; they may not always choose the most appropriate material for their 
purposes, and they may need a considerable amount of guidance, first in making a 
choice, and secondly in adopting an appropriate reading response stance to their 
chosen material. The importance of suitable material in ER is obvious, but what 
FRQVWLWXWHV¶VXLWDEOH·FOHDUO\GHSHQGVRQWKHSHUFHSWLRQWKHLQGLYLGXDOVWDNHKROGHU
has of ER.  
 
2.10 GRADED READERS AS ER MATERIAL 
GRs have been specifically developed in order to provide suitable materials for 
learners of English to read, but only 4 out of the ten ERPs described above actually 
used them.  Considering the huge investment by publishers in the production and 
marketLQJRI*5V'DYLG+LOO·V(2008, p. 189) assertion that they are being produced 
in a hostile environment, for students who do not like reading (Day & Bamford, 1998, 
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p. 4), needs investigation. This seems an appropriate place to examine GRs more 
closely.  Therefore, in Section 2.11 of this chapter I look at the nature of GRs, and 
their perceived merits versus those of authentic texts, in providing opportunities for 
language learners to read, not only for instruction, but also for enjoyment.  
 
2.11 GRADED READERS (GRS) VERSUS AUTHENTIC TEXTS 
2.11.1 Background 
*5VKDYHDORQJKLVWRU\,WPLJKWEHVDLGWKDW&KDUOHVDQG0DU\/DPE·V7DOHVIURP
Shakespeare were a form of GR, and we may remember books from our childhoods 
that re-­told Homer or Cervantes or Tolstoy in simple English for young readers. The 
notion of simplifying texts for inexperienced readers probably goes back to the 
origins of text itself.  But in this study the term is used particularly of simplified texts 
in English for readers whose native language is not English. Michael West, the 
compiler of the General Service List (West, 1953), is possibly the author of the first 
graded reader series (The New Method Supplementary Readers), where structure 
and lexis were controlled to suit specific levels of English. David Hill (2008, p. 185), 
former director of the Edinburgh Project for Extensive Reading, describes such books 
WKXV¶*UDGHGUHDGHUVDUHbooks written for learners of English using limited lexis 
and syntax.·+HJRHVRQWRGHVFULEHWKHSURJUHVVLYHLQWHQWLRQRIHDFKVHULHVRI*5V
¶WKH\«,QFUHDVHWKHSHUPLWWHGOH[LVDQGV\QWD[LQVWDJHVIURPEHJLQQLQJWR
DGYDQFHG·$OWKRXJKWKHHDUO\*5VZHUHLQYDULDEO\VLPSOLILFDWLRQVRIZHOO-­known 
classics, John Milne at Heinemann was a pioneer in the introduction of the simple, 
original text, and this idea has been taken up with great enthusiasm and imagination 
by other editors, particularly Philip Prowse from the Cambridge University Press 
with the Cambridge English Readers.  
 
2.11.2 Purpose 
David Hill says that the primary purpose of GRs is to provide text for extensive 
UHDGLQJRULQ.UDVKHQ·VWHUPVWRSURYLGHDODUJHDPRXQWRIFRPSUHKHQVLEOHLQSXW
for language learners, particularly useful in circumstances where they would be 
unable to get a great deal of it without the printed word.  Hill also states boldly that 
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¶RQO\ERRNVSURYLGHWKH>QHFHVVDU\@TXDQWLW\RIWH[WLQDIRUPWKDWFDQEHUHDG
FRPIRUWDEO\DQGRQO\ILFWLRQSURYLGHVWKHW\SHRIWH[WWKDWFDQGHYHORSDOHDUQHU·V
IOXHQF\·(Hill, 2008, p. 187).  Dedicated non-­fiction readers may take issue with that, 
as may those who, these days, do most of their reading online.  But it is certainly a 
view that is held by a number of teachers, academics and publishers of language 
learner materials.  
 
2.11.3 Justification for GRs 
Tricia Hedge (1985, p. 21), a founder editor of the Oxford Bookworms Library, says 
RI*5V¶$VLPSOLILHGYHUVLRQRIDQRULJLQDOQRYHOKRZHver carefully constructed, 
FDQQRWKRSHWRNHHSWKHRULJLQDOLQGLYLGXDOLW\RIVW\OH0DQ\RIDQDXWKRU·V
intentions, attitudes, opinions, will not be communicated. But what a graded reader 
can do is to present a well-­written story which keeps the interest of learners and 
PRWLYDWHVWKHPWRJRRQUHDGLQJ·0RWLYDWLRQLVDOVRWKHNH\IRU-HQQLIHU%DVVHWW
current commissioning editor of the Oxford Bookworms.  Her dictum for GRs is that 
¶WKHXQGHUO\LQJ«DLPLVWRWHOODVWRU\VRIDVFLQDWLQJVREHJXLOLQJVR 
unputdownable, that it draws reluctant readers into its fictional universe and holds 
them there, willy-­QLOO\XQWLOWKHHQG·(Bassett, 2005b, p. 1). There are two points to 
note here: firstly, that Hill, Hedge and Bassett believe that the purpose of GRs is to 
hook the learners into the joy of reading, and not necessarily to give them a 
grounding in western classical literature, or to extend their grammar and vocabulary, 
although these outcomes could result from reading. Secondly, to provide this hook, 
the texts learners are given must be well-­written in their own right. They must not be 
watered-­down versions of an acclaimed original, or a collection of grammar points 
from which a story has been precariously suspended. Day and Bamford, in their 
book about ER, have re-­defined GRs as language learner literature, a term 
¶DQDORJRXVWRWKHWHUPVyoung adult literature and FKLOGUHQ·VOLWHUDWXUH ² established 
JHQUHVLQWKHLURZQULJKW·(Day & Bamford, 1998, p. 64). Not all teachers and 
academics are as enthusiastic, however, and the argument that simplified literature 
cannot be regarded as authentic has been proposed by Honeyfield (1977, p. 1), 
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Swaffer (1985, p. 17) and more recently, Walter (inDay & Bamford, 1998, p. 54), and 
Crossley et al (2007). I will therefore examine the opposing views more closely.  
2.11.4 Authenticity 
In the 70s when possibly GR simplifications were regarded more as materials for 
extending classroom reading and less as a basis for ER, Honeyfield (1977) 
FRPSODLQHGWKDWVLPSOLILFDWLRQRIWH[WV¶UHGXFHVLQIRUPDWLRQGHQVLW\DQGDOVR
disrupts the normal system of information distribution (since low frequency items 
DUHQRWXVHG·6ZDIIHU(1985, p. 17) also found GRs wanting in effectiveness in 
WUDLQLQJOHDUQHUVWRUHDG¶QRUPDO·(QJOLVKVD\LQJWKDWWKHSULPDU\LQWHQWRIDQ
RULJLQDOWH[WLVWRFRPPXQLFDWHPHDQLQJZKLOHWKDWRIWKH*5LVD¶SVHXGR-­LQWHQW·
wKLFKLVSHGDJRJLFDO6KHFODLPHGWKDW¶QRUPDO·WH[WVKDYHVSHFLILFFKDUDFWHULVWLFV
these are authorial cues, repetition, redundancy and discourse markers, which, she 
maintains, simplified texts do not have. A more recent linguistic analysis of 
simplified and authentic texts by Crossley et al (2007, pp. 26-­27) might seem to bear 
RXW+RQH\ILHOG·VFRQWHQWLRQWKDWVLPSOLILFDWLRQ¶IODWWHQVDQGKRPRJHQLVHVWH[W·
Using a computational tool, Coh-­Metrix, to analyse texts, Crossley et al conclude, 
DPRQJRWKHUWKLQJVWKDW¶DXWKHQWLFWH[WVDUHVLJQLILFDQWO\PRUHOLNHO\WKDQVLPSOLILHG
ones to contain causal verbs and particles, [and so are better] at demonstrating cause 
DQGHIIHFWUHODWLRQVKLSV·$OVR&DWKHULQH:DOWHULQKHUGenuine Articles: Authentic 
Reading texts for Intermediate students of American English, is quoted by Day and 
Bamford (1998, p. 54) DVVWDWLQJ¶HYHQWKHHDVLHU>DXWKHQWLF@WH[WVZLOOKHOS\RXWR
UHDGEHWWHU·7KHLPSOLFDWLRQLVWKDWDXWKHQWLFWH[WVDUHEHWWHUWKDQVLPSOLILHGRQHV
'D\DQG%DPIRUGDUJXHWKDWKHUH:DOWHULVVXSSRUWLQJWKH¶FXOWVWDWXVRI
authenWLFLW\·LQSURPRWLQJWKHQRWLRQWKDWLWLV¶WKHYHU\GLIILFXOW\RIDXWKHQWLFWH[WV
WKDWPDNHVWKHPZRUWKZKLOHDVOHDUQLQJWRROV·7KHDGKHUHQWVRIDXWKHQWLFLW\VHHP
WRDJUHHZLWKWKH¶QRSDLQQRJDLQ·VFKRRORIWKRXJKWZKLFKZRXOGSODFHOHDUQHUV·
reading UHVSRQVHVWDQFHVILUPO\WRZDUGVWKHHIIHUHQWHQGRI5RVHQEODWW·VUHDGLQJ
response continuum, as few interesting, authentic texts would be readable by any 
learner reader whose level was lower than upper intermediate.  However, in my 
own study (Claridge, 2005, p. 157), where I measure the authenticity of graded texts 
XVLQJ1DWLRQDQG+HDWOH\·V5$1*(Srogramme (Nation & Heatley, 1996), I find 
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tKDW¶for a learner at level 2 of the Oxford Bookworms graded readers, the word frequency 
GLVWULEXWLRQLVQHDUO\DVYDULHGDVWKDWRIWKHRULJLQDO·,QRWKHUZRUGVLWLVGLIILFXOWWR
judge the effect of simplifications upon learners of English from the point of view of 
DQDWLYHVSHDNHURI(QJOLVKEXWLIZHDGRSW'D\DQG%DPIRUG·VGHILQLWLRQRI*5VDV
learner literature in their own right, we can say that, as in any genre, there are likely 
to be good and bad examples of simplified literature.  Grabe (2009, p. 328) agrees 
ZLWK'D\DQG%DPIRUGWKDW¶DWSUHVHQWWKHUHDUHQRJRRGUHDVRQVWRexclude graded 
UHDGHUVLQIDYRXURI´DXWKHQWLFµWH[WVIRUDQH[WHQVLYHUHDGLQJSURJUDPPH·,QGHHG
well-­written GRs may provide the most likely materials to deliver an interesting 
story at an appropriate level for a learner-­reader to read from an aesthetic stance, for 
pleasure, without having to resort to a dictionary. 
 
2.12 SUMMARY 
In this chapter I have given a brief overview of the history of the GR in the context of 
Language Acquisition theories. I have then looked at various definitions of Extensive 
Reading and discussed some examples of Extensive Reading Programmes, 
demonstrating that there is no single paradigm for an ERP. The various deliverers of 
each ERP expect different levels of accountability, and the intended outcome of the 
ERP often appears to conflict with its implementation.  For instance, in the Hong 
Kong Extensive Reading Scheme, the intention is to encourage pleasure reading but 
draconian implementation of the programme leaves no room for enjoyment.  It 
seems that the purpose for which the reading is undertaken is often at odds with the 
reading material offered;; in one instance, the learner may be trying to read a text for 
pleasure but fails because it is too hard. In another instance, because she has to 
¶DFFRXQW·IRUKHUUHDGLQJE\DQVZHULQJDORWRITXHVWLRQVVKHLVUREEHGRIWKH
possibility of experiencing reading for pleasure.  This not only raises the question of 
which texts are appropriate, or suitable, or good, as perceived by the learners, 
teachers and publishers. It also highlights the role of individual purpose and 
circumstance in their perceptions. 
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2.13 THE RATIONALE FOR THIS STUDY 
As described above, ER has been shown to be an effective means of providing 
comprehensible input for second language learners, although there are many 
differences of opinion among its supporters, rather along the input/output lines of 
those who disagree on SLA theory.   However, ER is widely accepted as being useful 
to language development by academics, teachers and publishers, and this acceptance 
has led to a large numbers of GRs being currently produced. Despite this,  David 
Hill (2008)UHPDUNV¶JUDGHGUHDGHUVDUHEHLQJSURGXFHGfor a largely hostile 
HQYLURQPHQWLQZKLFKH[WHQVLYHUHDGLQJLVOLWWOHYDOXHGSUDFWLVHGRUWHVWHG· His 
argument is that the communicative style of teaching, with its emphasis on English 
DVDQLQWHUQDWLRQDOODQJXDJHDQGLWVDWWHPSWVWRPDNH(QJOLVK¶FXOWure-­IUHH·KDYH
led to the demise of literature on the syllabus, and therefore there is no requirement 
to read extensively.  In a word, ER is not considered useful.  Although teachers may 
pay lip service to the value of ERPs, they give the impression that learners generally 
dislike reading, so it is not pushed as much as some teachers would wish.   
Anecdotal evidence of this is rife, but there are few actual examples of studies of 
ESOL learners to show it is so.  Day and Bamford are exceptions (Day & Bamford, 
2000).   
 
I therefore propose in this study to investigate the discrepancy between what is 
desirable and what appears to be happening in the ESOL reading context, by 
examining the perceptions of the main stakeholder groups in Extensive Reading, the 
learners, teachers, judges /academics and publishers, towards reading.  As the ERPs 
described in this chapter indicate, little attention has been paid in the literature about 
language learners, to the attitudes, perceptions and emotional responses towards 
reading of these learners. Much more effort has been expended on finding out how 
ER has affected language acquisition. Nor have there been many studies which 
compare the attitudes of the learners with those of the influential groups who 
provide these learners with their reading materials. 
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Yet it seems to me that the relationship between the attitudes adopted by learners in 
their approach to reading, and the reading material that is provided, is critical to the 
ZD\LQZKLFKOHDUQHUVSHUFHLYHUHDGLQJDQGWRWKHLUVXFFHVVLQUHDGLQJ$SHUVRQ·V
perception of success in reading is likely be related to whether her initial purpose in 
undertaking it is fulfilled, in terms of enjoyment, interest and information acquired, 
and if she feels she is successful, she is likely to continue to read.   By comparing the 
perceptions of groups of learners, teachers and publishers, I aim to identify any 
discrepancies between them, and so establish whether the materials offered to 
learner readers match their purposes and expectations. In addition, by comparing 
WKHVHSHUFHSWLRQVWKURXJKWKHOHQVRI5RVHQEODWW·V(1986) transactional theory of 
reading response, it should also be possible to identify whether the specific attitude 
adopted by a reader is promoting or discouraging a positive attitude to a text.   
 
Therefore, the questions I pose in this investigation are designed to find out what 
stakeholders·SHUFHSWLRQVDUHDQGLQWKHFDVHRIWKHOHDUQHUVLIWKH\FKDQJHRYHUD
period of time. These questions will be detailed in the next chapter, where I explain 
the methodologies I used to answer them, and propose a framework to examine the 
data provided in the answers. 
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3 QUESTIONS OF PERCEPTION AND METHODOLOGIES USED TO 
ANSWER THEM 
3.1 INTRODUCTION 
In Chapter 2, I have shown that according to the literature, Extensive Reading (ER) is 
accepted as a valuable source of input for language acquisition, but is capable of 
multiple interpretations and implementations. The literature also suggests that there 
is a perception that learners do not enjoy reading (Day & Bamford, 1998, p. 10), and 
WKDW*UDGHG5HDGHUV*5VFUHDWHGWRSURYLGHPDWHULDOIRU(5DUH¶EHLQJSURGXFHG
IRUDODUJHO\KRVWLOHHQYLURQPHQW·(Hill, 2008, p. 189).  Starting from this discrepancy 
between what is perceived to be desirable, and what appears to be actually 
happening in ESOL reading, I have explained my rationale for a study to compare 
the reading and GR perceptions of learners, teachers, academics and publishers.  In 
this chapter I pose four research questions designed to gather data on these 
perceptions, and describe the methodology I adopt to answer the questions, showing 
the relationship between this paradigm and the subject matter of my study. I 
illustrate KRZWKLVSDUDGLJPLVUHODWHGWR5RVHQEODWW·V7UDQVDFWLRQDO7KHRU\RI
Reading Response, which I use as a framework for the interpretation of the data.  
 
The main question asks simply what makes a good graded reader, from multiple 
perspectives. The subsequent questions compare the perspectives, and investigate 
more deeply the possible changes in perceptions and patterns of choice of learners 
over a time-­span of two years.  
 
THE RESEARCH QUESTIONS THAT EMERGED FROM THE RATIONALE 
 
Question 1: 
What are the stakHKROGHUV·SHUFHSWLRQVRIZKDWPDNHVDJRRG*UDGHG5HDGHU" 
)URPWKHOHDUQHUV·SHUVSHFWLYH: see Chapters 6 & 7 
)URPWKHWHDFKHUV·SHUSHFWLYH: see Chapter 4 
)URPWKHZULWHUV·DQGSXEOLVKHUV·SHUVSHFWLYHV: see Chapter 5 
)URPWKHDFDGHPLFV·DQGMXGJHV·perspective: see Chapter 5 
 
Question 2: 
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How are these perceptions similar and / or different? 
See Chapter 8 
Question 3: 
What kinds of texts are learners reading? 
See chapters 6 & 7 
Question 4 : 
'ROHDUQHUV·SDWWHUQVRIFKRLFHFKDQJHRYHUDWZR\HDUSHULRG" 
See chapters 6 & 7 
 
 
3.2 THE CHOICE OF A RESEARCH PARADIGM TO ANSWER THESE 
QUESTIONS 
A paradigm is defined by Denzin and Lincoln  (2000, p. 157) DV¶DEDVLFVHWRIEHOLHIV
WKDWJXLGHDFWLRQ·DQGWKHFKRLFHRIDUHVHDUFKSDUDGLJPLVDQLQWHJUDOSDUWRIWKH
organisation of a research project, unique to the researcher and the project.   As 
Louise Rosenblatt (2005, p. 2) notes, quoting the subatomic physicist Neils Bohr in 
his Discussion with Einstein (Bohr, 1959), since the 1950s there has been an increasing 
DZDUHQHVVLQUHVHDUFKRIDOONLQGVWKDWWKH¶REVHUYHULVSDUWRIWKHREVHUYDWLRQ·7KH
lens through which any researcher views the object of her study cannot be separated 
IURPWKHUHVXOWVDQGWKHUHIRUHPXVWEHDFFRXQWHGIRULQWKHP$VLQ5RVHQEODWW·V
account of reading response which involves a transaction between reader and text, 
the results which a researcher ultimately produces will have involved transactions 
between her and her data, and those will be affected by the stances, or lenses, she 
chooses when examining the data. These may tend towards the qualitative or the 
quantitative. 
 
Qualitative investigation, which Denzin and Lincoln (2000, p. 19) GHILQHDV¶D
situated activity that locates the observeULQWKHZRUOG·DVVXPHVWKDWWKH
observations made will be influenced by the context in which they are made,  
ZKHUHDVWKHPDLQDOWHUQDWLYHSDUDGLJPTXDQWLWDWLYHUHVHDUFK¶DEVWUDFWVIURPWKH
ZRUOGDQGVHOGRPVWXGLHVLWGLUHFWO\·(Denzin & Lincoln, 2000, p. 19).  But in reality 
the distinction between qualitative and quantitative research is becoming more and 
more blurred, as it is recognised that even in quantitative research the position of the 
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researcher has to be taken into account. Lincoln and Guba (2000b, p. 164) remark: 
¶PHWKRGRORJ\LVLQHYLWDEO\LQWHUZRYHQZLWKDQGHPHUJHVIURPWKHQDWXUHRI
SDUWLFXODUGLVFLSOLQHVDQGSDUWLFXODUSHUVSHFWLYHV·7KHLUXVHRIWKHQRXQ¶EULFRODJH·
(from the French for DIY), adopted to describe a pragmatic selection of research 
paradigms and methods, shows a readiness to accept a range of paradigms that can 
be adapted to the varying social contexts in which research takes place today. So the 
choice of paradigm may involve methods which, traditionally, might have been 
attached exclusively to either qualitative or quantitative research, but are now 
acceptable in a single paradigm. 
 
The question posed in the WLWOHRIP\VWXG\¶:KDWPDNHVDJRRGJUDGHGUHDGHU"·
deliberately embraces a broad area. The notion that there will be a different 
perception of a good GR unique to each of the stakeholders is implicit in its scope. In 
the study, I seek to investigate what these unique perceptions are, how they differ, 
and what has given rise to them, and thus it is clear that the project is not set in a 
vacuum, but was initiated as a result of the researcher, myself, being situated in a 
particular college in New Zealand at the beginning of the 21st century.  My choice of 
methodology paradigm is therefore bound to reflect the relative nature of this 
context, which will be evident in the form and content of the study.  
 
In order to clarify the rationale behind the choice of paradigm, I will start by 
acknowledging the parameters which define my own beliefs in this context, 
according to DeQ]LQDQG/LQFROQ·V(2000, p. 157)  suggested areas of questioning by 
ZKLFKDUHVHDUFKHU·VVSHFLILFSDUDGLJm can be identified: ontological, or what the 
UHVHDUFKHU·VZRUOGYLHZLVepistemological, or how she believes her own identity 
relates to what she is investigating;; and thence, methodological, the logical result of 
the first two parameters. In accordance with these areas, I will describe and 
rationalise the paradigm that I use in this study, and will then explain the resultant 
methodologies employed to investigate the perceptions of each group of 
stakeholders in GRs: the teachers, the academics, the publishers and the learners 
themselves. 
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3.2.1 Ontology  
I am a self-­confessed reading junkie, and cannot imagine life without books, 
although I am aware that not everyone shares my view. But we live in a society 
where literacy is recognised as empowering, and one means by which we measure a 
QDWLRQ·VVXFFHVVLVWKHOLWHUDF\UDWHRILWVSHRSOH3LQNHU(1999, p. 1) VD\V¶ODQJXDJH
comes so naturally to us that it is easy to forget what a strange and miraculous gift it 
LV·(TXDOO\IRUWKHOLWHUDWHDPRQJXVLWLVHDV\WRIRUJHWWKDWWKHDELOLW\WRUHFRUG
language by writing, and its necessary co-­efficient, reading, in any language, are not 
skills accessible to the entire world population.  Yet they are hugely empowering 
skills. Smith (1988, p. 1) VD\V¶7KHSRZHUWKDWUHDGLQJSURYLGHVLVHQRUPRXV«LQ
providing entU\LQWRZRUOGVZKLFKZHPLJKWQRWRWKHUZLVHH[SHULHQFH«UHDGLQJ
DOORZVXVWRPDQLSXODWHWLPHLWVHOI·:LGGRZVRQ(1979, p. 180) tells us that the real 
purpose of reading is to ¶GHULYHIURPWKLVLQWHUDFWLRQ>ZLWKWKHWH[W@VRPHWKLQJZKLFK
VXVWDLQVRUH[WHQGV>RXU@FRQFHSWXDOZRUOG·$WDPRUHIXQFWLRQDOOHYHOWKHUHLVD
considerable stigma attached to people who cannot read in our society, and in 
general the more literate a person is, the greater her social standing and earning 
capacity. Conversely migrants who have not mastered the language of their adopted 
country are disadvantaged socially and in the job market.  
 
The power of reading to change the ways in which humans respond to the world 
extends to reading in a second language.  The fact that narrative is closely associated 
with the way humans make sense of the world gives the reading of narrative text, in 
particular, a universal relevance.  McQuillan and Tse  (1998, pp. 18-­23) say of second 
ODQJXDJHUHDGHUV¶,QGLYLGXDOV·QDWXUDOLQWHUHVWDQGIDPLOLDULW\ZLWKQDUUDWLYHV
«««PDNHVWRU\WHOOLQJ>DQGWKHUHIRUHVWRU\UHDGLQJ@DSRZHUIXOYHKLFOHIRU
supplying target languDJHLQSXWDQGFDSWXULQJVWXGHQWLQWHUHVW·,QWKHFRQWH[WRI/
not only can reading provide a huge source of comprehensible input, but it has the 
potential to touch the lives of the readers in a way that makes it salient and worth 
pursuing;; in other words, motivational.   Rosenblatt (2005, p. xviii) VD\VWKDWKHUOLIH·V
work in teaching literature has EHHQDQDWWHPSWWRXQGHUVWDQG¶KRZVFKRROVFDQ
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contribute to the growth of people able to preserve and carry into greater fulfilment 
WKHGHPRFUDWLFVRFLHW\·7KXVUHDGLQJLQDVHFRQGODQJXDJHQRWRQO\GHYHORSV
SURILFLHQF\LQWKDWODQJXDJHEXWLWDOVRH[SDQGVWKHUHDGHU·VFDSDFLW\WRSDUWLFLSDWH
in a democratic society, and greatly extends her conceptual horizons.  
 
Therefore I make no apology for stressing the importance of reading in any language, 
and I acknowledge my commitment to reading in general and in particular to ER in 
teaching English to non-­native English speakers. 
 
3.2.2 Epistemology 
My epistemological position illustrates how my position as a language teacher and 
committed reader defines my relationship with the research paradigm selected 
(Denzin & Lincoln, 2000, p. 157).  My study investigates the perceptions of four 
different groups of stakeholders regarding GRs.  Current research inquiry 
paradigms have largely turned away from a purely positivist response, and theory is 
much more inclined to paradigms which acknowledge the context in which research 
happens, and the value of multiple points of view. This suited the theoretical stance 
RIWKH¶EULFROHXUVH·ZKLFK,KDYHDGRSWHGEXWLWDOVo suited the practical 
considerations I had to contend with. Because of the relatively small size of the 
college I did not have a very large number of subjects.  Therefore, a largely 
qualitative paradigm seemed to be most appropriate to my study.  The fact that I 
was studying four different, small populations, and, in the case of the learners, 
looking at them from three perspectives, made it necessary to adopt more than one 
methodology, and the concept of triangulation, often used to increase validity by 
looking at an issue from three different angles, is transformed in this study to 
include even more angles.  Richardson (2000, p. 934) first coined the word 
¶FU\VWDOOLVDWLRQ·WRGHVFULEHWKLVPXOWi-­faceted approach to research methodology.  He 
VD\VRILW¶FU\VWDOVDUHSULVPVWKDt reflect externalities and refract within 
WKHPVHOYHV«WKH\FRPELQHV\PPHWU\DQGVXEVWDQFHZLWKDQLQILQLWHYDULHW\RI
PXOWLGLPHQVLRQDOLWLHVDQGDQJOHVRIDSSURDFK· This description relates to the 
notion of a lens through which the observer views her subject, and it fits well with 
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5RVHQEODWW·VWUDQVDFWLRQDOWKHRU\RIUHDGLQJUHVSRQVHZKHUHWKH¶HYRFDWLRQ·FUHDWHG
by the reader is negotiated on the basis of the reader·V¶VWDQFH·RUSXUSRVH7KH
PXOWLGLPHQVLRQDOQDWXUHRIDQ\VWXG\'HQ]LQDQG/LQFROQDJUHHKDV¶PRUHWKDQ
WKUHHVLGHV·6RPHRIWKHIDFHWVLQWKLVVWXG\LQYROYHP\RZQRQWRORJLFDOYLHZDQG
the context in which I did it, and inform not only judgements of results, but choices 
involving topics, angles and methodologies.  
 
I believe Extensive Reading has the potential to give a great deal of pleasure, as well 
as benefit, to an L2 learner, and clearly in the ER programme which I set up for this 
study, I was not an unbiased observer.  I was actively trying to imbue the class with 
an enthusiasm for reading, by attempting to find material they enjoyed, and 
encouraging them to interact with the texts, thereby raising their interest in reading.   
Also as a teacher I became an advocate for ER in the classrooms of other teachers, 
and a link between teachers, students and producers and critics of texts.  There is no 
doubt that I was a participant in at least some segments of my own study, which 
places it within Lincoln and *XED·V (2000a, pp. 163-­188) participatory paradigm.   
My aims might even be construed as political, as I see part of the purpose of ER 
EHLQJWRLQFUHDVHWKHOHDUQHU·RZQHUVKLSDQGFRQWURORYHUWKHLU/DQGWKHQFe over 
their world.  As a result of my situation in the context of the research, it was 
necessary to adopt a position which Lincoln DQG*XEDFDOOWKDWRI¶FULWLFDO
VXEMHFWLYLW\· 
 
My influence over the learners in my study should be declared as, because I was a 
figure of authority in the college, their responses to me might initially have been 
tempered to become what they considered to be appropriate behaviour.  However, 
as this was a longitudinal study as far as the learners were concerned, the case study 
individuals, in their interviews with me, soon appeared to forget my position and 
simply talked to me as they might have spoken to any other speaker of the target 
language.  In short, I believe that the personal influence effect became diluted over 
time.  
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Thus my position could be termed participatory/ constructivist in terms of Lincoln 
DQG*XED·VSDUDGLJPWDEOHDVLWDFFHSWVWKHHIIHFWRIP\VHOIDVDUHVHDUFKHURQWKH
subjects, and acknowledges that the framework in which the research is conducted is 
DFRQVWUXFWLRQRIP\RZQXVLQJ5RVHQEODWW·VWUDQVDFWLRQDOWKHRU\RIUHDGLQJ
response as a guiding principle. 
3.3.3 Methodologies  
The main research questions ask what the perceptions of the stakeholders are of a 
good GR. The constructivist and participatory nature of this study that has emerged 
in the description of my ontological and epistemological position has led to the 
methodologies adopted being mainly qualitative. Perceptions were capable of being 
different for every single respondent in the study, and to reflect this it seemed best to 
take an inductive approach and gather data mainly through unstructured and semi-­
structured interviews and focus groups. One survey was conducted three times on 
the learners, but the numbers of respondents meant that the results were not subject 
to statistical analysis.    The context of the inquiry and the methodologies and 
rationales for each stake-­holder are set out below. 
3.3.3.1 The context of the inquiry 
This study is not about marketing, but the populations being studied can be defined 
according to marketing terminology.  The stakeholders involved fall into two main 
groups: the consumers of GRs, and the GR providers and producers. The consumers 
of GRs can be defined as the learners, and the other stakeholders, that is teachers, 
academics and publishers, can be put into a second group which either provides or 
produces GRs.  A normal marketing situation is governed by the laws of supply and 
demand. The consumer has the power to buy or not to buy;; if something is not 
popular, no one buys it, and eventually the supplier ceases to provide it. But in the 
GR market, the number of books bought is not an indication of consumer choice, but 
rather of the choices made by those who provide the consumers with books: the 
teachers and librarians in schools and colleges, who are sometimes influenced by the 
opinions of academics. So the market in GRs may not accurately reflect their 
popularity with the actual consumers, only with the providers. I make this 
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distinction to show the social context in which the participants find themselves: a 
particular corner of the market place where the consumers, by virtue of who they are, 
have very little power of choice over the product in question. 
3.3.3.2 The learners as consumers 
I conducted this study in a tertiary college in New Zealand where students whose 
native language is not English are able to take a Foundation English course for a year, 
prior to completing a three year Bachelors Degree or Diploma in the medium of 
English. The methods of gathering perceptions from the learners were surveys and 
case studies.  I surveyed a particular cohort of learners, the intake of April 2007, 
which numbered 71. Of these, ten volunteered to act as case studies. The number I 
used in the final report was reduced to five, because the data gathered assumed 
unwieldy proportions.  The criterion for choosing the five was that they were the 
five who had read the largest number of books in Term One, and the richest data 
was obtained from them.  Because of the small numbers in the survey, the results of 
this cannot be said to represent general truths about L2 New Zealand students, but 
they encapsulate certain perceptions held by this group of students in a given 
context, which might shed light on what other students perceive. 
3.3.3.3 The teachers as providers 
The perceptions of the teachers were collected through focus groups.  The teachers in 
my study were all from the same tertiary college as the students. As such they do not 
represent a general picture of ESOL teachers, either in New Zealand or the world. 
But with regard to generalisability and context-­bound research, of which this study 
is an example, McDonough and McDonough (1997, p. 66) VD\¶7KHSXUSRVHRIWKLV
>W\SHRIVWXG\@«LVWRDFKLHYHGHHSHUXQGHUVWDQGLQJRIWKRVHSDUWLFXODUFRQWH[WV
such an understanding involves, necessarily, recognising both what is special and 
XQLTXHDQGZKDWLVFKDUDFWHULVWLFQRUPDODQGFRPPRQSODFH·0\VWXG\VHWVRQH
specific, unique context, that of the tertiary college in question, against the 
background of another, wider context, that of the producers of GRs.  
 59 
 
3.3.3.4 Publishers and academics and judges: Producers and shapers 
These groups of stakeholders are different from the learners and teachers not only in 
their function as producers, or influencers of producers, but because the publishers 
at least as a group are better represented by the respondents.  In the case of the 
publishers, I selected four major players in the ESOL GR production field, namely 
Oxford, Cambridge, Longman-­Pearson (which includes Penguin), and Macmillan, 
IURP'DYLG+LOO·VVXUYH\UHYLHZRf Graded Readers in English for readers aged 16+ 
(2001, pp. 163-­188).  To investigate their perceptions I interviewed commissioning 
editors from each one, and made the assumption, endorsed by the respondents, that 
the views of each editor were more or less in line with the ESOL policies and 
perceptions of their parent bodies. However, in this study I do not identify the 
opinions of individual publishing houses, unless they are cited in reviewed 
publications.   Among the academics and critics I include David Hill, former director 
(now retired) of the Edinburgh Project for Extensive Reading, which he set up in 
1981. The opinions of some other academics regarding ER and GRs have already 
been discussed in Chapter Two.   
 
The judges in this context are judges of the Language Learner Literature 
Competition, held annually and sponsored by the Extensive Reading Foundation.  
The Board of Directors includes Richard R Day (Chair),University of Hawaii, Marc 
Helgesen of Miyagi Gakuin Women's University, Japan,  Chris Lima from the Open 
University, UK,  Thomas Robb of Kyoto Sangyo University, Japan, and  Rob Waring 
RI1RWUH'DPH6HLVKLQ8QLYHUVLW\-DSDQ7KHMXGJHV·RSLQLRQVRQOHDUQHUOLWHUDWXUH
are available from the website of the ERF (www.erfoundation.org).  
I consider these stakeholders to be major influences on the climate shaping the 
gestation and production of GRs.  
3.3.4 Methods 
As I have indicated above, because of the diversity of the stake-­holder groups, it was 
necessary to use different methods to investigate nearly all of them, and to justify 
WKLV,XVH/LQFROQDQG*XED·V(2000a, p. 164) concept of ¶EULFRODJH·PHQWLRQHGLQ
DQGLQ1XQDQ·V(2001, p. 14) GHILQLWLRQRIYDOLGLW\LQWKHFRQWH[WRIUHVHDUFK¶KDYLQJ
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to do with the extent to which a piece of research actually investigates what the 
researcher purports to inveVWLJDWH·7KLVVHFWLRQZLOOH[SODLQWKHPHWKRGRORJLHVXVHG
to answer each research question in relation to each group of stakeholders. 
3.3.4.1 The learners 
Question 1: :KDWPDNHVDJRRGJUDGHGUHDGHUIURPWKHOHDUQHUV·SHUVSHFWLYH" 
 
To answer this question I used two methods. One consisted of surveying the whole 
April 2007 intake cohort three times, and the other consisted of conducting case 
studies on volunteers from the same cohort.  
3.3.4.2 The surveys: a rationale 
In this inquiry I am dealing with perceptions and opinions, which are abstractions, 
and in order to achieve results these abstractions have to be assessed, which 
indicates measurement. But how is it possible to measure abstractions? Seliger and 
Shohamy (1989, p. 154) state that they need to be operationalised.  In other words, 
WKHUHVHDUFKHUKDVWR¶LGHQWLI\VSHFLILFEHKDYLRXUVZKLFKFRXOGSURYLGHDFFHSWDEOH
evidence IRUGHVFULELQJWKHP·%URZQVXJJHVWVWKDW¶questionnaires are used to 
RSHUDWLRQDOLVHFRQVWUXFWVVXFKDVFXOWXUDODWWLWXGHV«SUHIHUUHGOHDUQLQJVW\OHVDQG
VRIRUWK·(J. D. Brown, 2001, p. 17).  The difficulty with this is that before a 
questionnaire can be written, some prior idea of the specific behaviours which will 
provide the evidence for the constructs is necessary.  What measurable behaviour 
will indicate, for instance, how much subjects enjoy reading in their free time?  In 
terms of numbers, what is the difference between a lot and not very much?  Brown 
ZDUQVWKDWLQTXHVWLRQQDLUHV¶WKHPRGHORf the linear continuum or dimension is not 
DOZD\V«DSSURSULDWH·(J. D. Brown, 2001, p. 175), although this is the sort of thing 
that Likert-­scale questionnaires do.  They may seem rather blunt instruments to use 
for measuring attitudes, but in defence of the Likert-­scale questionnaire, Brown says 
WKDW¶DQLPSRUWDQWFKDUDFWHULVWLFRIDWWLWXGHVLVWKDWWKH\KDYH¶LQWHQVLW\·DQG¶WKLV
DWWULEXWHRILQWHQVLW\FDQEHYHU\LPSRUWDQWLQXQGHUVWDQGLQJKRZDWWLWXGHVIXQFWLRQ·
(J. D. Brown, 2001, p. 176).  One thing that the Likert-­scale does well is to measure 
WKHUHODWLYHLQWHQVLW\RIUHVSRQGHQWV·DWWLWXGHV, so I decided that, despite its 
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limitations, it would be possible to use a Likert-­scale as the basis for my 
TXHVWLRQQDLUHSURYLGHGWKHTXHVWLRQVDVNHGGLGDFWXDOO\¶RSHUDWLRQDOLVH·WKH
behaviour I wanted to measure.  Had I designed the questionnaire myself from 
scratch, I would have had to test it in advance, to check that they did this.  
 
Therefore, to short circuit the process of ensuring that the questions in my survey 
would provide results that were as valid as possible, I resorted to using an already 
validated questionnaire as a model.  This was the ERAS, or Elementary Reading 
Attitude Survey, designed by McKenna and Kear in the US for use in primary 
schools (McKenna & Kear, 1990) WRPHDVXUHWKHUROHRIDWWLWXGHLQFKLOGUHQ·VOLWHUDF\
development.   The criteria adopted by McKenna and Kear  (1990, p. 627) as being 
suitable for primary school children, which I considered relevant to my tertiary level 
second language learners were these: 
 
1. 7KHTXHVWLRQQDLUHVKRXOG¶SRVVHVVDPHDQLQJIXODWWHQWLRQ-­getting, student-­
friendly UHVSRQVHIRUPDW· 
2. It should be suitable for brief group administration. 
3. It should comprise separate subscales for recreational and academic reading. 
 
0F.HQQDDQG.HDU·VZD\RIIXOILOOLQJFULWHULRQZDVWRDVNWKHSXEOLVKHUVRI-LP
Davis, creator of the cartoon cat Garfield, for permission to use four pictures of 
Garfield ranging from very happy to very upset, to represent the four points on their 
Likert scale.  As I could not use Garfield for copyright reasons, I substituted four 
pictures of owls, drawn by a friend of mine for the purpose, also ranging from the 
very happy to the very upset (see Appendix 3a). The owl was chosen because of his 
reputation as a wise old bird, as an image used by Clipart to represent academia, 
and thus potentially known to the respondents from Internet sources, and as a 
creature often portrayed with a book.  An even number of scale points (four) was 
used to prevent respondents IURP¶VLWWLQJRQWKHIHQFH·E\FKRRVLQJWKHPLGGOH
ground in their answers. I also followed McKenna and Kear in beginning each 
Likert-­VFDOHTXHVWLRQZLWKWKHZRUGV¶+RZGR\RXfeel«"·LQRUGHUDVWKH\VD\WR
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¶HVWDEOLVKDFRQVLVWHQWDSSURSULDWHH[SHFWDWLRQRQWKHSDUWRIWKHVWXGHQW·7KLVIRFXV
on feeling was important because the central thrust of the study is to look at the 
ways in which individuals perceive reading, rather than to measure their ability to 
acquire language through it.   In addition, beginning each question with the same 
phrase seemed effective from the point of view of language consistency and 
simplicity.  But as a final guarantee that all the respondents had understood the 
questions perfectly, the questionnaire was translated into Japanese, as nearly all the 
respondents were Japanese, and for the remainder of the respondents, who were 
French and Thai speakers, interpreters were provided.  
3.3.4.3 Design of the questionnaire 
Although my questionnaire owed its question forms to McKenna and Kear, some 
adjustments had to be made because the respondents in my survey were not 
primary school children, but aged around 18, and they were not native speakers of 
English.  Therefore instead of the questionnaire being divided into 2 parts, dealing 
with reading at home and in school, it was divided into 4 parts.  The first three 
consisted of six Likert-­scale questions each, A, B and C.  The focus in A was reading 
LQWKHOHDUQHUV·QDWLYHODQJXDJH%ZDVIRFXVHGRQUHDGLQJLQ(QJOLVKDQG&ZDV
focused on reading in the classroom.  Part D consisted of 4 open-­ended questions 
about the qualities of the books read by the respondents. They were encouraged to 
answer Part D in their own languages, and their comments were subsequently 
translated.   In accordance with the advice of researchers such as Seliger and 
Shohamy (1989, p. 195), a pilot questionnaire was conducted on a class of 
Foundation students who were just completing their first year at the tertiary college. 
This led to some modifications being made, and the resulting instrument is 
described below. 
3.3.4.4 The Likert-­scale questions 
The scoring for the Owl scale was as follows: the happiest owl would rate 4 points 
and the unhappiest would rate 1.  All the questions were designed so that positive 
attitudes to reading would result in higher scores, although the actual scoring would 
QRWEHDSSDUHQWWRWKHUHVSRQGHQWV7KLVDJUHHVZLWK/LNHUW·VSULPDU\FRQFHUQ
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according to Oppenheim (1992, p. 195), of uni-­dimensionality, by which he meant 
making sure that all the items measure the same thing according to the same scale. 
Oppenheim says that it is best not to have many neutral items, or indeed any 
extreme items at either end of the continuum, and the Owl questions do not appear 
to have been contentious in the views of the respondents, but well within the 
experiential and comfort zones of ESOL students in their late teens and early 
twenties.  There were no cases where respondents refused to answer a particular 
question because it offended them in any way, and there were very few instances of 
unanswered questions.  The few cases of blank returns were usually due to 
oversights by the respondents. 
 
Part A explores the respondenWV·DWWLWXGHVWRUHDGLQJLQWKHLURZQODQJXDJHVE\
asking how they feel about reading for fun, about reading instead of going out with 
friends, about reading cartoon books or reading online, receiving books as presents 
and buying books for themselves.  Part B explores the same ideas, but with reference 
to reading in English. However in Part B the question about buying English books is 
replaced with a question on listening to recordings of English books being read, as 
the original question had a very low response rate;; buying books in the target 
language did not seem to be a practice followed by many respondents.  Part C deals 
with attitudes to reading English in college, as this was perceived to be a different 
construct from reading English during free time. Respondents were asked how they 
felt when they were interrogated about their reading in class, about silent reading, 
reading text books and learning from a book.  Questions about dictionaries in the 
pilot questionnaire were removed as they were felt to be irrelevant to the inquiry.  
 
Some of the original ERAS (McKenna & Kear, 1990) questions were modified to suit 
WKHROGHU/UHVSRQGHQWVVR¶+RZGR\RXIHHODERXWUHDGLQJDERRNLQVWHDGRI
SOD\LQJ"·ZDVUHSODFHGZLWK¶+RZGR\RXIHHODERXWUHDGLQJDERRNLQVWHDGRI
going out with IULHQGV"·0F.HQQDDQG.HDUUHSRUWHGWKDW¶HVWLPDWHVRIUHOLDELOLW\DV
ZHOODVHYLGHQFHRIYDOLGLW\ZHUHEDVHGRQDQDWLRQDOVDPSOH·6RDOWKRXJKLWZDV
not possible to check reliability and validity of my own survey against a national 
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sample, the fact tKDW0F.HQQDDQG.HDU·VVXUYH\FKHFNHGRXWRQDQDWLRQDOOHYHOLQ
the US indicates that the type of questions asked are capable of producing reliable, 
valid data. 
3.3.4.5 The non-­Likert-­scale questions 
Part D consisted of 4 open-­ended questions asking what made the respondents 
choose a book initially, what made them enjoy the book, what did not make them 
enjoy the book, and anything else they wanted to say.  The respondents could 
answer in their own language or in English, or both.  This part was placed after the 
Likert-­scale questions so that respondents would have had their awareness of the 
topic raised by the time they came to answer the productive questions. Answering 
the Likert-­scale questions might even have made them aware of gaps which they 
could fill with thHLURZQFRPPHQWV2SSHQKHLPUHPDUNVWKDW¶WKHFKLHIDGYDQWDJHRI
WKHRSHQTXHVWLRQLVWKHIUHHGRPLWJLYHVWRWKHUHVSRQGHQWV«:HREWDLQWKHUHVXOWV
LQWKHLURZQODQJXDJH«DQGWKLVVSRQWDQHLW\LVRIWHQZRUWKZKLOHDVDEDVLVIRUD
QHZK\SRWKHVLV·(Oppenheim, 1992, pp. 113-­114). 
 
The questionnaire was administered three times, first when the cohort arrived in 
New Zealand in April 2007, for the second time at the end of the academic year in 
March 2008, and finally in November 2008, which was the end of the second 
academic year.  It was administered in class time to maximise the response and so 
that the Likert-­scale questions could be clearly explained. If further explanations 
ZHUHUHTXLUHGWKH\ZHUHJLYHQLQWKHTXHVWLRQHU·VQDWLYHODQJXDJHDVIDUDVSRVVLEOH
Otherwise care was taken to explain in simple, understandable English.  It was 
hoped that the results from the questionnaire would provide a picture of the 
GHYHORSPHQWRIWKHFRKRUW·VUHDGLQJDWWLWXGHVRYHUWKHSHULRGRIWKHOHDUQHUV·ILUVW
two academic years in an English, tertiary medium. 
3.3.5 The case studies 
In the interests of the Richardson (2000, p. 934) ¶FU\VWDOOLVDWLRQ·DSSURDFKWRUHVHDUFK
alluded to in section 3.3.2., I use the case study alongside the survey to provide 
another dimension to this enquiry.  Merriam (1988, p. 3), writing about case studies, 
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FODLPVWKDW¶UHVHDUFKIRFXVHGRQGLVFRYHU\LQVLJKWDQGXQGHUVWDQGLQJIURPWKH
perspectives of those being studied offers the greatest promise of making significant 
FRQWULEXWLRQVWRWKHNQRZOHGJHEDVHDQGSUDFWLFHRIHGXFDWLRQ·ZKLFKLVDVWURQJ
justification for the methodology. Stake (2000, p. 3) describes the case as an 
¶LQWHJUDWHGV\VWHP·ZKLFKLV¶VLPLODUWRRWKer persons and programmes in many 
ZD\V·EXWDWWKHVDPHWLPHXQLTXHLQPDQ\ZD\V+HPDLQWDLQVWKDWWKHXQLTXH
qualities which distinguish otherwise similar cases provide the researcher with 
¶VSHFLDOLQVLJKWV·DQG,EHOLHYHWKDWLQP\VWXG\LWLVWKHXQique perceptions of the 
case studies in relation to the wider group that may give special insights into second 
ODQJXDJHOHDUQHUV·DWWLWXGHVWRUHDGLQJ 
3.3.5.1 The organisation of the case studies: The Pilot (Appendix 5a) 
I set up an Extensive Reading Programme (ERP) in the class of the case study 
volunteers, but, as with the Survey, and in the same class, I did a pilot ERP in 
advance to check its feasibility. Once again following the precepts of Seliger and 
Shohamy (1989, p. 195), I organised to teach a series of four lessons designed to set 
up an ERP. It began with the introduction of a class reader, as advised by Hill (2008) 
and Dupuy, Tse and Cook (1996), with the idea of using it to instil some techniques 
and strategies for reading before the students attempted books on their own. The 
UHDGHU,FKRVHZDVDQDGDSWDWLRQRI0DU\6KHOOH\·V)UDQNHQVWHLQLQWKH*52[IRUG
Bookworms edition, which is level 3 with 1000 headwords, recommended for lower 
intermediate learners.  The class was an intermediate Foundation class, and their 
TOEIC scores were around the 500 level.  The wide range of opinion as to how much 
accountability and teacher input there should be in an ERP has been described in 
&KDSWHU,QWKLVSLORWSRVVLEO\EHFDXVH,ZDV¶ERUURZLQJ·DFODVVDQGZDVDIUDLG
that the students would feel cheated if not given a reasonable amount of work to do, 
,SRVLWLRQHGP\VHOIDWWKHPD[LPXP¶WHDFKHULQSXW·HQGRIWKHLQSXWFontinuum.  A 
plan of the first 4 classes, revised in consultation with the learners as a result of the 
pilot, can be found as Appendix 5b.  
 
The pilot ERP was successful in generating interest in the story and encouraging 
learners to read on after the four classes had ended. Seven out of the eight learners in 
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the pilot said they were going to finish the book to see what was going to happen, 
and the following summary represents their opinions on what they wanted from a 
reading review, and the qualities they preferred in a story.  
 
1. What learners wanted to know from a reading review: 
 $XWKRU·VDJH 
 Most important ideas in story 
 What was interesting in story, with drawings 
 An account of what happened after the story, with drawings 
 
2. Qualities learners preferred in a story 
 It should be understandable, with easy vocabulary 
 ,WVKRXOGLQFOXGHLPSRUWDQW¶XQLYHUVDO·WRSLFVOLNHOLIHGHDWKORYH
responsibility, loneliness 
 It should evoke some sort of emotion;; pity, judgement 
 It should be interesting enough to make you care what happens 
 It should be so interesting that you think of an alternative plot eg 
Frankenstein buries the monster before it does any harm, Frankenstein and the 
monster cooperate to help mankind. 
 
3.3.5.2 7KH¶UHDO·(53$SSHQGL[E 
I imagined that having revised the plan for the ERP as a result of the pilot, I had 
produced an ideal programme. However, this was not the case.   The class allocated 
to me for the case studies turned out to be at a lower level than expected.  They were 
pre-­intermediate, rather than intermediate. Also they were largely inexperienced 
readers. The composition of the new class was: 
4 Japanese females 
6 Japanese males 
1 New Caledonian male 
All aged 18-­19 
All new to NZ.  
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The Japanese had had no experience of studying English other than by the grammar 
translation method and they had not done any extensive reading in English before. 
There were two possibilities;; one, to change the class, and the second, to change the 
book.  Changing the class was not really an option, and JD, the teacher, was very 
interested in my study and was prepared to be very cooperative, so I had to change 
the book.  I switched from Frankenstein to a PenguiQOHYHOERRN'DQWH·V3HDN
which had apparently been used with some success by JD with a previous class.   
 
If anything, I thought that this class would benefit more than the pilot class from the 
introduction of strategies and skills for reading. We began with prediction. The 
problem here was that this book was a book of the movie, not a classic, and no one 
had ever heard of it, or seen the film. Therefore there was no engagement on a 
recognition level.  The scanning was also fraught with difficulty, partly due, I think 
to the layout of the book, which was more along the lines of film scenes than 
chapters. The coherence which should exist in a story was missing in this text.  In 
order to raise awareness of the background (a volcanic eruption) and familiarise 
them with specifically 'volcanic' vocabulary, we did some cloze and dictation work, 
which was meant to familiarise them with the topic-­based vocabulary associated 
with the particular book, but for the majority of the class there was too much 
unknown vocabulary for the learners to read  the narrative fluently, or even for them 
to be able to answer comprehension questions after intensive reading ;; certainly 
more than Nation's (2001) prescribed 98%.   So the book was perceived to be difficult, 
and there was little engagement.  After 4 classes, I was really concerned that reading 
would be perceived from the outset as a hugely negative experience, so I invoked 
'D\DQG%DPIRUG·Vprinciple 6, reading for pleasure. The students were told that we 
were not going to continue with Dante's Peak, because they were not enjoying it, and 
they were instructed to choose a book themselves.   
 
The futility of my attempt to use this book led me to abandon my initial, very 
structured, approach to an ERP and instead I allowed the learners to select their 
ERRNVIURPWKHEHJLQQLQJZLWKRXWILQLVKLQJWKHFODVVUHDGHU:LWKRXW'DQWH·V3HDN
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there was no class teaching of reading, and very little accountability expected from 
the learners, apart from interviews with me about their readings once a fortnight, 
preparing a presentation for the class on a book of their choice, and taking part in a 
¶5HDGLQJ0DUDWKRQ·WKHJRDORIZKLFKZDVWRUHDGDVPDQ\ERRNVDVSRVVLEOHLQD
term.  Having initiated this semi-­structured ERP, I began to conduct interviews of 
the Case Studies. 
 
3.4 THE INTERVIEWS 
The study plan was to interview each of the case studies about their reading.  This 
was to be done approximately once a fortnight during their first term, and 
subsequently once a month when they were at college. Comparison of the interviews 
conducted over twenty months ZDVLQWHQGHGWRJLYHDSLFWXUHRIHDFKFDVHVWXG\·V
attitudes and habits, and how these changed over the period.  However, initially, the 
language level of the respondents presented a problem.  I considered conducting 
them through the medium of a translator, but quickly realised this would attract its 
own problems, namely, that I would never be quite sure whether either my 
TXHVWLRQVRUWKHUHVSRQGHQWV·DQVZHUVKDGEHHQWUDQVODWHGDFFXUDWHO\or how well 
the interviews had been conducted.  But what would constitute a well conducted, or 
for that matter, a badly conducted interview in these circumstances? Stake advises a 
¶VWURQJDGYDQFHSODQ·(1995, pp. 64-­65)UHFRPPHQGLQJWKDWD¶UHVHDUFK-­question 
based set of questions should be worked out in advance, with departures from the 
SURWRFROOLPLWHGE\GHVLJQ·7KLVUXQVFRXQWHUWRWKHQRWLRQVXSSRUWHGE\VRPH
researchers, of eliciting through interviews those unexpected, spontaneously-­ given 
attitudes and opinions which could never appear as the result of a questionnaire 
sheet or structured interview.  Fontana and Frey (2000, pp. 645-­672), for instance, 
note that even the setting for an unstructured interview does not have to be fixed in 
DGYDQFHDQGWKH\XQGHUOLQHWKHLPSRUWDQFHRID¶KXPDQWRKXPDQ·UHODWLRQVKLS
between the researcher and the respondent with a goal of understanding rather than 
explaining.  In line with the participatory paradigm in the questioning, I generally 
took the semi-­structured approach, concentrating on the unique character of each 
respondent. Thus each meeting was not confined within the straitjacket of the highly 
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structured interview, EXWLWZDVVWLOOSRVVLEOHWRZRUNXVLQJ6WDNH·V¶VHWRITXHVWLRQV·
DVDORRVHIUDPHZRUN,QIDFWJLYHQWKHORZOHYHORIWKHOHDUQHUV·(QJOLVKHVSHFLDOO\
at the beginning of their college life, the most productive line of interviewing turned 
out to be asking them to tell me something about the book they were currently 
reading.   Although this usually meant that they went to great pains to re-­tell the 
narrative, in doing so they often also gave some hints about how they were enjoying 
it (or not) and why. 
 
,Q,GHVFULEHGKRZP\SRVLWLRQDVDWHDFKHUPLJKWKDYHLQIOXHQFHGWKHVXEMHFWV·
responses to me, and my belief that this was mitigated by time.  Fontana and Frey 
(2000, pp. 645-­672) FRQWHQGWKDWJDLQLQJWUXVWDQGHVWDEOLVKLQJUDSSRUWDUH¶HVVHQWLDO
WRWKHVXFFHVVRILQWHUYLHZV·ZKLFK,KDYHIRXQGWREHWUXHZLWKWKHFDYHDWWKDWWLme 
is required to do this. Fontana and Frey believe that it is achieved through an 
understanding of the cultures of the interviewees.  Having taught the nationalities 
involved in my case studies since 1990 I have a reasonable knowledge of their 
cultures, and I did eventually form a comfortable rapport with them all.  However, 
with rapport may come problems of objectivity, and clearly there is a fine line to be 
walked when trying to maintain a professional attitude together with a productive 
relationship.  As Oppenheim (1992, p. 89) SRLQWVRXW¶7KHUHFDQEHWRRPXFKRUWRR
OLWWOHUDSSRUWDQGHLWKHUZRXOGEHXQGHVLUDEOH·0DULDQQH(2008, p. 64), in her study 
of high-­school participants in an ER programme, describes how her interviews were 
FRQGXFWHGRQILUVWQDPHWHUPVLQRUGHUWRFUHDWHD¶UHOD[HGDQGLQIRUPDO·
atmosphere. My interviews were similarly conducted on first name terms, but this 
was the norm for teacher student relations in the college. However, I worked to 
create a relaxed and informal atmosphere by beginning the interviews with 
FRQYHUVDWLRQDERXWHDFKFDVHVWXG\·VSHUVRnal circumstances, sports they were 
involved in, trips they were going on, and sometimes they used the time to talk 
about personal feelings such as homesickness.  
                                                                                                                                                                                                                                                                                                            
In fact, I spent a good deal of interview time building up a friendly relationship, 
ZLWKLQZKLFK,ZDVDEOHWRHQTXLUHDERXWWKHUHVSRQGHQWV·UHDGLQJ2IWHQWKH
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interviews explored what the case studies had done in the break or at the weekend.  
Sometimes respondents would spontaneously talk about something they had read, 
but more often they would relate the plot of a book, or tell me some fascinating fact 
they had found in a non-­ILFWLRQWH[W$WILUVW,IHOWWKDWWKHLQWHUYLHZVZHUHQRW¶RQ
WUDFN·DQGWULHGRYHU-­zealously to put them back.  But as time went on I came to 
realise that this was all context, which was providing a large amount of data on the 
background to which reading was, or was not happening. 
 
3.5 7($&+(56·3(563(&7,9ES 
4XHVWLRQ:KDWPDNHVDJRRGJUDGHGUHDGHUIURPWKHWHDFKHUV·SHUVSHFWLYHs? 
3.5.1 Context 
To investigate perceptions of ESOL teachers, it seemed an obvious choice to look at 
teachers from the same institution as the learners in my study, thereby eliminating 
the variable of context from the comparison.  At the college where the study took 
place, Foundation English is taught to the L2 students on their arrival in New 
Zealand, in order to bring them up to speed with the demands of degree courses 
which they will normally start in their second year, when they have attained the 
required TOEIC score of 730.  At any one time there are approximately 25 teachers at 
the college, teaching either Foundation English or degree support English.  To 
investigate their perceptions of ER and GRs, I had to decide how to elicit information 
from them.  It was possible that the ways in which they approached reading in the 
classroom might indicate their perceptions, and this information might be accessible 
via observations.  However, Borg (2006, p. 133) UHPDUNVWKDW¶WHDFKHUV·EHOLHIVDQG
KRZWKH\DFWXDOO\RSHUDWHLQWKHFODVVURRPDUHRIWHQQRWFRQJUXHQW·IRUWKHUHDVRQ
that they feel they are powerless to challenge the environment in which they work, 
so classroom observations would have been unlikely to tell the whole story.  
According to Borg (2006, p. 165), a gap exists between our understanding of 
methodologies and theoretical principles of reading and what we actually know 
DERXWWHDFKHUV·SUDFWLFHVDQGFRJQLWLRQV0DFDOLVWHU·V(2010) study suggests that 
teachers themselves are not highly aware of recent research in second language 
acquisition.  %RUJFRQWHQGVWKDWWHDFKHUV·FRJQLWLRQVDUHIRUPHGDVDUHVXOWRID
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number of factors, including their own schooling, teacher training, beliefs and 
experience in the classroom, and that these individual cognitions have a great effect 
upon their own teaching.   This is one reason for not attempting a longitudinal study 
RIWHDFKHUV·SHUFHSWLRQVDORQJVLGHWKDWRIWKHOHDUQHUVWXG\7KHWHDFKHUVZHUHDOODW
different developmental stages in the profession, and not all of them were at the 
FROOHJHWKURXJKRXWWKHGXUDWLRQRIP\VWXG\VR,FRQVLGHUHGWKDWD¶VQDSVKRW·RI
their perceptions, to represent what a limited number of teachers in the college felt 
about ER and GRs, would be most useful in providing a context to the perceptions of 
the learners. 
 
Because this area is clearly very complex, and it seems that each teacher will have a 
unique perspective on the topic of ER and GRs, a form of inquiry that allowed 
individuals to express their personal views appeared to be most suitable.  This 
eliminated the survey, as the necessarily structured nature of such an instrument 
would have precluded any ideas that were not implicit in the questions.  In order to 
gather richer and less predictable data, a less structured method, such as the 
interview, seemed potentially more appropriate.  However, given that the topic of 
*5VDQG(5VPLJKWQRWEHSHUSHWXDOO\DWWKHIRUHIURQWRIHYHU\WHDFKHU·VPLQGWKH
IRUPXODRIWKHIRFXVJURXSZKHUHLGHDVFRXOGEH¶ERXQFHGRII·RWKHUSHRSOHVHHPHG
an even more appropriate option, as it was likely to evoke more opinions than a one-­
to-­one interview with the researcher.  There would be less chance in a focus group 
WKDWWKHUHVHDUFKHU·VSUHVHQFHDQGKHUTXHVWLRQVPLJKWVNHZWKHGLVFXVVLRQDV
questions would probably emerge from the participants.  At this stage, a survey 
might have represented a wasted opportunity to gather really rich data on teachers, 
a group of professionals who, by the nature of their work, should be articulate in 
their opinions, and highly focused on the topic of inquiry. However I recognise that 
hypotheses generated through the focus groups might well form the basis for a 
future survey of a larger population of teachers.  
 
7KHGHFLVLRQWRDGRSWWKHIRFXVJURXSDVWKHPHWKRGRORJ\WRLQYHVWLJDWHWHDFKHUV·
perceptions has been endorsed in the literature.  McDonough and McDonough (1997, 
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p. 71) LQWKHLUERRNRQUHVHDUFKPHWKRGVVD\¶DUHVHDUFKHUPLJKWFRQGXFW«DIRFXV
group discussion, in order to test the depths of feeling on particular points and 
UHVLVWDQFHWRFKDQJH·0DGUL](2000, pp. 835-­850) also points to a number of general 
advantages that group interviews have, for example, that the participants enjoy the 
GLVFXVVLRQJURXSVRIIHUD¶VDIH·HQYLURQPHQWLQZKLFKWRVKDUHLGHDs, precedence is 
JLYHQWRWKHSDUWLFLSDQWV·KLHUDUFK\RILPSRUWDQFHUDWKHUWKDQH[FOXVLYHO\WRWKH
researcher, and there is a certain group synergy.  Fontana and Frey (2000, pp. 645-­
672) add that to collect data via focus groups is relatively inexpensive.  However, 
they also list some disadvantages, such as the impossibility of generalisation from 
such small sample sizes, and the danger that a dominant individual in the group 
might have a disproportionate influence on the discussion.  In answer to the first 
point I would suggest that the sample size limitation is probably an unavoidable 
feature of qualitative research, where the value is perceived to be in the rich data 
gained from a few individual cases, not in generalisations made from apparent 
trends in large populations.  The second disadvantage should be capable of being 
dealt with by the sensitive intervention of the researcher or group facilitator. 
 
3.5.2 Composition of the focus groups 
The method of data collection having been settled, the composition of the groups 
had to be decided.  For focus groups, Kreuger and Casey (1994, p. 4) recommend 
groups of between 6 to 8 people selected on the basis of the fact that they have 
something in common. This validates the idea of using teachers from one college, 
although the groups of teachers I was able to muster at any one time, due to 
timetable constraints, turned out to consist of fewer than 6 participants.  Within this 
limitation I organised three focus groups. The interviews were conducted under the 
umbrella of professional practice, which is a requirement at the college. Apart from 
the common factor of being ESOL teachers, the participants formed quite a 
heterogeneous cross-­section of the population in terms of ethnicity, age, foreign 
language proficiency and teaching experience, and I judged that this diversity might 
compensate in some measure for the small size of the groups.  Table 4.1 shows the 
details of the participating teachers. 
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3.5.3 The focus group discussions 
As can be seen in Table 4.1, the total pool of participants added up to 13, only one of 
whom was male. Each participating teacher signed a consent form (see appendix 3c). 
I facilitated the discussions, which were held during the mid-­term break in February 
2007, and which lasted approximately one hour each.  Two of the sessions were 
recorded and transcribed.  In the third, the batteries failed, so I used my notes which 
were subsequently checked and agreed by the participants. Then, according to 
0HUULDP·V(1988, p. 146) ¶H[SRQHQWVRIGDWDDQDO\VLV·¶patterns and regularities [in 
the notes and transcriptions] were then transformed into categories into which 
subsequent LWHPVZHUHVRUWHG· 
3.6 THE PUBLISHERS 
4XHVWLRQ:KDWPDNHVDJRRGJUDGHGUHDGHUIURPWKHSXEOLVKHUV·SHUVSHFWLYH" 
3.6.1 Choice of publishers 
The college library has in its collection 899 books which are classified as Graded 
Readers (GRs), and of these, 703 have been published by 4 major publishing groups 
under various imprints.   The groups are Oxford University Press, Cambridge 
University Press, Penguin Readers, which is part of the Longman Pearson Group, 
and Macmillan. Macmillan has absorbed Heinemann, so I have included the 
Heinemann Guided Readers in this number.   These groups also make up 4 of the 9 
SXEOLVKHUVUHSUHVHQWHGLQ'DYLG+LOO·V(1997, 2001, 2008) Graded Reader Surveys in 
the 16+ age group.  The other 5 publishers surveyed by Hill were not represented in 
the college library. Therefore in selecting publishers to interview about their 
perceptions of a good graded reader, I decided on Oxford, Cambridge, Penguin, and 
Macmillan. 
 
To gather their opinions, I interviewed commissioning editors from each publishing 
house or group.  I also interviewed David Hill, at that time the director of the 
Edinburgh Project for Extensive Reading.  His surveys of GRs in English are widely 
read and are likely to have influenced the book buying choices of many ESOL 
teachers and librarians, and thus his opinions might also be considered to affect 
SXEOLVKHUV·FKRLFHV 
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3.6.2 Method of data collection 
Method of data collection: the semi structured /unstructured interview 
0HUULDPGHILQHVDQLQWHUYLHZDV¶DFRQYHUVDWLRQZLWKDSXUSRVH·DQGH[SODLQVWKDW
purpose as 'not to put things in someone else's mind but rather access the 
perspective of the person being interviewed' (1988, p. 72).  I judged that finding this 
perspective in relation to the commissioning editors of the four publishers selected 
should provide an answer to the research question, and that the best way to do it 
was through the largely unstructured interview, which would, however, begin with 
the standard question: What in your opinion makes a good graded reader?  My 
rationale was that I wanted to give respondents the freedom to talk without being 
restricted by any framework imposed by me.  All the face to face interviews were 
recorded with the permission of the respondents, and then transcribed.  For the 
telephone interviews (conducted with Macmillan) I had to rely on my notes taken 
during and immediately after the interviews.  The transcriptions were emailed to the 
respondent to confirm her approval.   All the key points were then put into tabular 
form according to the themes that emerged during the interviews, and they will be 
discussed in detail in Chapter 6.  
 
3.7 THE JUDGES 
In this group I had intended to interview some of the people selected to judge the 
annual Learner Literature Competition, but as these are anonymous, it was not 
possible. However, it was possible to access the Extensive Reading Foundation 
website and examine the comments made about the winning entries, both by the 
judging panel and some students who read the books. Thus my methodology for 
LQYHVWLJDWLQJWKH-XGJHV·RSLQLRQVZDVWRUHYLHZWKHUDWLRQDOHIRUWKHFRPSHWLWLRQ
DQGWKHFRPPHQWVRQWKHHQWULHVE\WKH-XGJHV7KHVWXGHQWV·RSLQLRQVPDGe a 
useful counterpoint to those of the Judges, and also to those of the student 
respondents in my survey. 
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3.8 THE INTERPRETATION OF THE DATA: HOW ROSE1%/$77·6
TRANSACTIONAL THEORY OF READING RESPONSE WILL BE USED AS 
A LENS THROUGH WHICH TO EXAMINE THE RESULTS 
The data from the student reading surveys and interviews in this study, have the 
potential to be categorised according to where their rHVSRQVHVVWDQGRQ5RVHQEODWW·V
aesthetic/efferent continuum of reading response.  The categorisation should then 
indicaWHLIWKHUHLVDGLVFUHSDQF\EHWZHHQWKHOHDUQHUV·ZDQWVDQGQHHGVDQGWKH
actuality of the situation, and the other stakeholders·SHUFHSWLRQV%HFDXVHP\
position as a researcher, as described in 3.2, is a participatory/ constructivist one, it 
fits well with the socio-­FXOWXUDOSHUVSHFWLYHRI5RVHQEODWW·V7KHRU\ I analyse the 
data in part using the terms of the aesthetic /efferent continuum, but I also 
acknowledge my own socio-­culturally determined attitude towards reading and the 
effect this may have had on the participants in the study.  
 
7KHIUDPHZRUNRI5RVHQEODWW·V7KHRU\VKDUSHQVWKHIRFXVRQDZDUHQHVVRIUHDGLQJ
response stance by all the stakeholders in ER.  GRs are supposed to provide 
comprehensible input in the form of pleasure reading, but what is the real purpose 
of learners in reading them, or that of teachers when they use them as teaching tools, 
rather than viewing them as an independent reading resource?    To investigate the 
purposes and opinions of teachers and academics surrounding ER, in the next 
chapter I will draw from thHOLWHUDWXUHVRPHDFFRXQWVRIWHDFKHUV·UROHVLQ([WHQVLYH
5HDGLQJ3URJUDPPHVDQGGLVFXVVWKHH[WHQWWRZKLFKWHDFKHUV·SHUFHSWLRQVSOD\D
part in their ERP choices, and their general attitudes towards Graded Readers as part 
of these ERPs.  I will demonstrate that although most accounts applaud ER as a 
valuable source of input in language acquisition, very few have investigated the 
aesthetic effect of the texts upon the learners, possibly because, as Rosenblatt (2005, p. 
81) VD\VRXUVRFLHW\GHPDQGVRIXVIURPFKLOGKRRGWKDWZH¶DGRSWWKHHIIHUHQW
VWDQFH· 
 
3.9 SUMMARY 
In this chapter I have shown how the research questions addressed in this study 
emerge from the literature review of the previous chapter, and how the 
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methodology purports to answer them.   7KHPDLQTXHVWLRQDVNV¶:KDWPDNHVD
JRRGJUDGHGUHDGHU·IURPWKHSHUVSHFWLYHVRIWKHIRXUPDMRUstakeholders in 
Extensive Reading: the learners, as consumers, and the providers, who include the 
teachers, publishers and judges.  Because this study focuses on perceptions and 
feelings of the respondents, I have adopted for the most part qualitative, 
participatory research methods, and particularly where interviews are conducted, I 
have made every effort not to restrict the respondents to an agenda of my own. I 
have described the methodologies used to investigate the questions in the cases of 
each stake-­holder, and I have indicated KRZ,ZLOOXVH5RVHQEODWW·VWUDQVDFWLRQDO
theory of reading response as a framework for the analysis of each perspective. 
 
This concludes Part One of the study.  In Part Two, I describe my investigations into 
the perspectives of the stakeholders, starting with the teachers, publishers and 
judges, in order to provide a context for the learners, and finally arriving at the main 
IRFXVRIWKHVWXG\WKHORQJLWXGLQDOLQYHVWLJDWLRQVLQWRWKHOHDUQHUV·SHUVSHFWLYHV 
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PART TWO 
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4 TEACHERS· PERCEPTIONS OF STUDENT READING 
4.1 INTRODUCTION 
I indicated in Chapter 2 that the literature does not include many studies that are 
IRFXVHGRQVWDNHKROGHUV·DWWLWXGHVDQGSHUFHSWLRQVRI(5DQGUHDGLQJPDWHULDOEXW
rather concentrates upon the outcomes of extensive reading and how far it affects 
developPHQWLQODQJXDJHSURILFLHQF\0DFDOLVWHU·V(2008, pp. 59-­75) study on 
WHDFKHUV·SHUFHSWLRQVRI(5FRQGXFWHGDVDUHVSRQVHWR5HQDQG\D·V(2007, pp. 133-­
149) SDSHURQWKHSRZHURI(5DQG5HQDQG\D·VSDSHULWVHOIDUHH[FHSWLRQV. Renandya 
gives an account similar to the one I give in Chapter Two (2.7), describing studies which 
generally demonstrate the success of ERPs in increasing language proficiency, in order to 
advocate ER, but the thrust of his argument is that even if ER does not increase proficiency, 
at the very least it can provide an enjoyable means of learning a language. Macalister follows 
XSWKLVDUWLFOHZLWKDUHVSRQVHWRWKHTXHVWLRQµZK\LVQ¶WHYHU\RQHGRLQJ>(5@"¶+HVKRZV
that a group of 36 ESOL teachers delivering   university preparation courses in New Zealand 
generally thought that ER was a good idea, but did not always carry it out, because 
µcontextual factors appear to be limiting the extent to which favourable attitudes influence 
FODVVURRPSUDFWLFH¶ When I came to look at the perceptions surrounding ER of the teachers 
in the college where I work, during the course of this study, I found a similar situation.      
The other studies alluded to in 2.7 focus on the outcomes of the ERPs in terms of 
language proficiency, rather than enjoyment, and were not done from what 
5RVHQEODWWWHUPVDQ¶DHVWKHWLF·VWDQGSRLQWSRVVLEO\EHFDXVHWKHUHLVDQDVVXPSWLRQ
WKDWWKHUHLVQRUPDOO\DQ¶HIIHUHQW·H[SHFWDWLRQWRUHDGLQJ,Q3DUW7ZRRIWKLVVWXG\
I examine some of these neglected perceptions, DQGLQWKLVFKDSWHU,ORRNDWWHDFKHUV·
attitudes to Extensive Reading, and its implementation;; also their attitudes to 
reading materials, and the purposes for which they are used.   Some of the data used 
for these result from the answers to Research Question 1, relating to the 
VWDNHKROGHUV·SHUFHSWLRQVRIZKDWPDNHVDJRRG*5IURPWKHWHDFKHUV·SHUVSHFWLYH
$VGHVFULEHGLQ&KDSWHUIRFXVJURXSVZHUHVHWXSWRREWDLQGDWDRQWKHWHDFKHUV·
perceptions.  These included two librarians from the college library, as they have a 
major input in the choice of books for the collection. Because the librarians interact 
ZLWKWKHOHDUQHUVLQWKHFDSDFLW\RIWHDFKHUV,KDYHXVHGWKHWHUP¶WHDFKHUV·IRUDOO
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the participants in the focus groups. Transcripts of the Focus Group discussions are 
in Appendices 1a-­ 1c. 
 
4.2 FOCUS GROUPS  
General description of the teacher focus groups 
Given the endorsement for ER in developing language proficiency referred to in 
&KDSWHU(62/WHDFKHUV·VXSSRUWIRUUHDGLQJPLJKWVHHPWREHD¶JLYHQ·6LPSO\E\
virtue of being language teachers they are likely to be advocates for reading in 
general, and for their own preferred reading materials. In many institutions teachers, 
with librarians, bear the major responsibility for the reading choices available, so it is 
possible that teacher cognition, defined by Borg (2006, p. 83) DV¶ZKDWODQJXDJH
WHDFKHUVWKLQNNQRZDQGEHOLHYH·PD\SOD\DSLYRWDOSDUWLQZKDWDQGKRZOHDUQHUV
RI(QJOLVKDUHUHDGLQJ+RZHYHUWHDFKHUV·SHUFHSWLRQVLQHYLWDEO\YDU\DFFRUGLQJWR
many factors, not least in relation to how experienced and / or expert they are as 
WHDFKHUV%RUJVD\V¶WKHUHDUHTXDOLWDWLYHDQGVXEVWDQWLYHGLIIHUHQFHVLQWKHQDWXUHRI
WKHWKLQNLQJDQGNQRZOHGJHRIPRUHDQGOHVVH[SHULHQFHGDQGH[SHUWWHDFKHUV·(Borg, 
2006, p. 107).   The teachers in my study at the college were all at different stages in 
their careers and experience, and were also from various cultures and age groups, so 
the idea of a longitudinal study did not have much validity, as the starting point for 
each person would have been different.    Therefore, as explained in Chapter 3, the 
PHWKRGRORJ\RIWKHIRFXVJURXSZDVVHOHFWHGWRJLYHD¶VQDS-­VKRW·RIWKHYLHZVRID
certain group of ESOL teachers.  Age groups sometimes indicated a certain attitude 
towards the choice of GRs, as did ethnicity.  Gender did not appear to do so. The 
focus group discussions were recorded, transcribed and analysed by me.  I have 
explained the methodology in detail in Chapter 3.  
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Group Alias Gender Age  
below 
30 
Age 
30-­
40 
Age 
40-­
50 
Age 
50 -­
60 
Age 
over 
60 
Ethnicity TOTAL 
1 S 
Al 
Ke 
E 
1 m 
3 f 
0 1 1 2 0 2 NZ 
1 NZ German 
1 US 
4 
(1 librarian) 
2 C, R 
J 
P,A 
N 
6 f 0 1 1 3 1 2 NZ 
1 UK 
2 US 
1 Russian 
6 
(1 librarian) 
3 K 
L 
H 
3 f 1 0 2 0 0 1 NZ 
1 Vietnamese 
1 Canadian 
3 
  1m 12 f 1 2 4 5 1  13 
Table 4.1 3DUWLFLSDQWVLQWHDFKHUV·IRFXVJURXSV 
 
As explained in Chapter 3, after Merriam (1988, p. 146), I analysed the transcripts 
ZKLFKKDGEHHQYHULILHGE\WKHSDUWLFLSDQWVWRILQG¶SDWWHUQVDQGUHJXODULWLHV·WKXV
I extracted key words and ranked them according to the number of times that they 
were mentioned, in order to suggest their relative importance to the teachers.  
Because of the subjectivity of this kind of analysis, I followed the recommendation of 
Gillham (2000) LQDVNLQJIRU¶SHHUUHYLHZRIRXUDQDO\VLVVRWKDWZHFDQEH
FKDOOHQJHGRQSRLQWVZKHUHRXU´FDWHJRU\FRQVWUXFWLRQµLVSHUKDSVQRWGRLQJMXVWLFH
WRWKHFRQWHQW·,Sresented the results to the teachers in a seminar, where they were 
given the opportunity to challenge both the results and my interpretation of them. 
There were no major areas of dissent regarding these. The broad categories that 
emerged are detailed below. 
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4.3 THE CATEGORIES THAT EMERGED FROM THE FOCUS GROUPS 
 
1. 0HFKDQLFV,XVHWKLVFDWHJRU\WRUHIHUWRWKH¶QXWVDQGEROWV·RIUHDGLQJWR
cover the teaching of syntax, lexis and discourse, strategies to help reading, 
and the methods of assessment used in the reading class. It also includes the 
levels at which the learners read. 
2. The mode of reading is used to describe the three broad modes by which a 
learner might prefer to learn: kinaesthetic, auditory or visual. Group 
participants discussed ways of delivering reading for learners with different 
preferences. I included design in this category.  
3. Content: this category includes subject matter which is interesting to learners, 
and also the genres which they prefer. The notion of choice is included in this 
category. 
4. Purpose or motivation, including what participants believe to be the goals of 
learners in reading. 
5. &XOWXUHWKLVZDVYDULRXVO\GLVFXVVHGDV¶UHDGLQJFXOWXUH·DQG¶\RXWKFXOWXUH·
in general, but also culture specific to different learner nationalities. 
6. Habits: this category was used to discuss the personal reading habits and 
attitudes of the learners. 
 
These categories are summarised in Table 4.2. in order of frequency of mentions of 
key words. 
 
Figure 4.1 7HDFKHUV·FRQFHUQVDERXW(5 
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4.4 FOCUS GROUPS DISCUSSIONS BY CATEGORY 
 
4.4.1 The mechanics of reading 
The teachers in my study focussed on the aspects of reading which concerned them 
most immediately in the classroom: how useful the text was in language teaching, 
and how comprehensible it was to the learners;;  the areas Nuttall (1996, p. 170) 
GHVFULEHVDV¶H[SORLWDELOLW\·DQG¶UHDGDELOLW\·$VWHDFKHUVWKH\KDGDGXW\WRDVVHVV
DQGJUDGHWKH\ZHUHH[SHFWHGWREHDFFRXQWDEOHLQVRPHPHDVXUHIRUWKHLUVWXGHQWV·
progress.  
 
4.4.1.1 Assessment 
Thus the first point which emerged was the difficulty of assessing reading. Teachers, 
while considering that a means of assessment was necessary or at least useful, found 
it hard to agree on a system which showed reliably how much learners were reading, 
or how much of it was understood.  S thought that questions at the end of chapters 
in graded readers, by providing an interactive element to the reading, were 
motivational, while Ke considered them a major turn-­off.  Ke said she never used 
them and the learners did not even look at them, even though some teachers and 
publishers probably thought they were usefuO%XW+VDLG¶&RQFHSWFKHFNVDUHJRRG 
6RPHWLPHVZLWKLGLRP«,WFRXOGPDNHDPDMRUGLIIHUHQFHWRWKHLPSDFWRIWKH
VWRU\·7HDFKHUVZKRZHUHLQIDYRXURITXHVWLRQVPDLQWDLQHGWKDWDQVZHULQJWKHP
might mean learners developed skills that are generally useful in reading, like 
skimming and scanning. These teachers also advocated accountability by asking 
learners to fill in worksheets about the texts and their reading of them. 
 
4.4.1.2 Language teaching through texts 
N, J and R all said that they regularly used class sets of graded readers, and N, a 
non-­native speaker of English, described how her own school English teachers 
¶H[SORLWHG·WKHWH[WVVKHKDGWRUHDG¶:HKDGWRUHDGSDJHVDZHHNIRUZKDWZDV
FDOOHGSOHDVXUHUHDGLQJ·,QDQVZHUWRDTXHVWLRQRQIROORZ-­XS1UHSOLHG¶7KHUH
were class discussions. The language was important;; we were usually given some 
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WKLQJVWRSD\DWWHQWLRQWR«H[SUHVVLRQVFROORFDWLRQVSKUDVHVLQFRQWH[WDQGWKHQLW
>WKHSKUDVH@VWLFNV·7KHUHZDVGLVDJUHHPHQWRYHUXVLQJWH[WVWRVtudy the language 
LQWHQVLYHO\$IHDUHGWKDWWKLVHQFRXUDJHGFRQFHQWUDWLRQRQWKH¶OLWHUDU\·VLGHRI
(QJOLVKZKLFKVKHPDLQWDLQHGWKHOHDUQHUVGLGQRWQHHG¶2XUVWXGHQWVFRPHKHUH
DQGQHHGWREHDEOHWRUHDGDWH[WERRNQRWOLWHUDU\ODQJXDJHLW·VDmechanical thing, 
WUDQVIRUPLQJVKDSHVRQWKHSDJHLQWRPHDQLQJDQGLWKDVWREHSUDFWLVHG·%XW1
said that deconstructing language was not for the sole purpose of studying literature, 
EXWVKRXOGEHGRQHLQRUGHUWRDFTXLUH¶DQLQWXLWLYHJUDVSRIWKHODQJXDJH· 
 
In general, teachers were very interested in accountability and the measurement of 
OHDUQHUV·UHDGLQJDELOLW\7KH\IRFXVHGRQWKHXVHRIWH[WVLQLPSURYLQJODQJXDJH
skills, and there was a tendency to regard graded readers as materials for intensive, 
rather than extensive reading. Some of the Foundation teachers designed a reading 
report format to be used with GRs which was widely used in the Foundation 
Programme (appendix 1).  L, speaking of her own practice in teaching reading, 
showed a typical aSSURDFKZKHQVKHVDLG¶/DVWWHUPZHKDG*5V«,FKRVHDFODVVLF
DQG,PDGHXSVRPHTXHVWLRQV·7KLVFKLPHGLQZLWK1·VUHPDUNVDERXWKHURZQ
UHDGLQJHGXFDWLRQUHIHUULQJWRUHDGLQJDWKRPHVKHVDLG¶ZHZHUHXVXDOO\JLYHQ
something to pay attention to;; expUHVVLRQVFROORFDWLRQVSKUDVHVLQFRQWH[W· 
 
4.4.1.3 Levels 
The question of comprehension revealed major concern about the actual level of 
WH[WV/HYHOVLQ1XWWDOO·VGHILQLWLRQZRXOGEHRQHFULWHULRQXVHGWRDVVHVVWKH
¶UHDGDELOLW\·RIDWH[W&DOLEUDULDQ explained that the publishers all divide their 
texts differently, according to the number of headwords readers are expected to 
know at each level. For instance, to read Oxford Bookworm Stage 1, learners are 
expected to know 400 headwords, while for Penguin Level 1, they are expected to 
know 300. To help the learners, the library has therefore developed its own coding 
V\VWHPZKLFKKDVKHOSHG&QRWHG¶0RUHVWXGHQWVDUHILQGLQJWKHULJKWERRNVIRU
WKHLUOHYHOV·5FRQVLGHUHGWKLVKLJKO\PRWLYDWLRQDO¶)LQding a level they can cope 
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ZLWKWKDW·VPRWLYDWLRQDOLQLWVHOI·%XWWKHUHZDVQRWPXFKGLVFXVVLRQDERXWZKLFK
OHYHOZDVDFWXDOO\¶ULJKW·IRUZKLFKOHDUQHUVDQGZKLFKSXUSRVHV 
 
4.4.2 Modes of reading 
I shall include under this heading anything which affects the ¶GHOLYHU\RIWKHUHDGLQJ
H[SHULHQFH·DQGWKHUHIRUHLWPD\LQFOXGHDUHDVZKLFKVWULFWO\VSHDNLQJDUHQRW
reading at all.  According to the teachers, the physical form the text took was a 
concern, because they perceived it as having an important impact on the motivation 
to read. 
    
Ke, S, E and A DJUHHGWKDW¶VRPHNLGVGRQ·WUHDGLQDQ\ODQJXDJH·EXWZKHQWKH\
said this, they were talking about reading conventional books, for S went on to 
observe that learners read the translated manga [Japanese cartoons] available in the 
college library, and of course they read untranslated manga as well.  It was thought 
that most low-­proficiency learners respond to pictures, and a natural concomitant of 
WKDWZDVWKHSRSXODULW\RI¶WKHERRNRIWKHILOP·6RPHWHDFKHUVIHlt that the 
popularity of pictures was also related to the preferred mode of learning.  Although 
some students are visual learners, some learn better aurally or kinaesthetically, and 
it was speculated that learners favouring the latter two orientations may demand 
more pictures than a visual learner might, for the very reason that they are unable or 
unused to seeing pictures in their imagination.  
 
4.4.2.1 Form and delivery 
Certain teachers were interested in the form and delivery of the texts, which could 
be related to the preferred learning mode.  A, a graphic designer as well as a teacher, 
was highly critical of some GRs which used small, unattractive fonts and cheap 
paper, and a poor balance of illustrations to text, but agreed that this aspect of GRs 
had improved recently. 
 
The possibility of GRs in traditional form being replaced by GRs online was mooted. 
+VXJJHVWHG¶\RXFRXOGKDYHPXOWL-­PHGLDJUDGHGUHDGHUV$WKRPH,·YHJRWDVHPL-­
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literate adult and an 11-­year old, and I was surprised at the level and amount of 
ODQJXDJHWKDW·VDWWDFKHGWRWKHFRPSXWHUJDPHVWKH\SOD\<RXKDYHMXVWVLJKWHGD
1LFRUDWDQGLWPLJKWHYROYHLQWRD%HUIOXPS«ZKDWZLOO\RXGR"3HRSOHDUHULYHWHG
IRUKRXUV·7KHLPSOLFDWLRQZDVWKDWJUDGHGUHDGHUVFRXOGEHUH-­worked into 
computer game format.  Another suggestion was that they could be recorded onto i-­
pods and learners could listen to them while travelling or doing sport.  Clearly, this 
is removing them from the realms of reading per se.  
 
Whatever the mode of delivery of text, it was evident that the teachers perceived 
technology as a possible aid to increasing motivation, and they thought that 
readability itself could be enhanced by technology, whether by a straight link to a 
movie, or by an electronic re-­working of some kind.  Visual support was considered 
to be very important.  
4.4.3 Content 
This section covers the plots and characters that make up a story, thus the  
different genres, the fiction/ non-­fiction divide, whether originals or adaptations 
were thought most suitable, and the issue of film tie-­ins.  
4.4.3.1 Suitability 
7KLVFDWHJRU\LQFOXGHVWKHFULWHULRQIRUUHDGLQJWKDW1XWWDOOWHUPV¶VXLWDELOLW\·(1996, 
p. 170)6KHUHPDUNVWKDW¶LQWHUHVWLQJFRQWHQWPDNHVWKHOHDUQHUV·WDVNIDUPRUH
UHZDUGLQJ·DQGDOVRVD\V¶WKDWLVZK\SXEOLVKHUVRI()/UHDGHUVDUHLQFUHDVLQJO\
offering well-­ZULWWHQJULSSLQJVWRULHV·7KHVHFRPPHQWVXQGHUSLQKHUMXGJHPHQW
WKDW¶VXLWDELOLW\·LQWH[WVWKHTXDOLW\WKDW¶LQWHUHsts and preferably enthrals and delights 
WKHUHDGHU·VKRXOGEHSDUDPRXQWLQWKHFKRLFHRIWH[WVIRUVHFRQGODQJXDJHOHDUQHUV
But which qualities in a text will achieve this enthralment and delight? Jennifer 
Bassett (Bassett, 2005b), editor of the Oxford Bookworms Graded Reader series, says: 
¶7KHXQGHUO\LQJSHGDJRJLFDODLPLVWRWHOODVWRU\VRIDVFLQDWLQJVREHJXLOLQJVR 
unputdownable, that it draws reluctant readers into its fictional universe and holds 
them there, willy-­QLOO\XQWLOWKHHQG·,VXJJHVWWKDWWKLV¶XQSXWGRZQDELOLW\·LVDQ
extreme form of what Nuttall means by suitability.  According to this notion, content, 
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and its subsets in fiction, of story, genre characters and setting, and in non-­fiction, 
interest and possibly usefulness, will determine the suitability of the text for a 
SDUWLFXODUOHDUQHUDQGZLOOJRYHUQWKHPRWLYDWLRQWR¶UHDGRQ·1DWXUDOO\LQRrder to 
find suitable content, the learner needs a wide choice of texts from which to select, 
DQGWKHVXLWDELOLW\RIWH[WVZLOODOVRGHSHQGRQWKHLQGLYLGXDOOHDUQHU·VFXOWXUHDQG
FRQWH[WEXWIRU1XWWDOODQG%DVVHWWWKHPRVWLPSRUWDQWHOHPHQWRI¶VXLWDELOLW\·RID
text is its potential to seize and hold the attention of the reader.  Our teachers, too,  
certainly agreed that interest was important.  
4.4.3.2 Choice and genre 
One of the librarians commented that, from the list of the most borrowed GRs in the 
college library (see Appendix 3g) the most notable feature was the variety. The most 
popular author, however, was not a well-­known author of gripping tales, but a 
FHUWDLQ-HQQLIHU&KLSSHUZKRZULWHVILFWLRQDODFFRXQWVRI¶KRZWRGR·WRSLFVVXFKDV
how to get takeaways. These texts are at the elementary level, and the teachers 
suggested that their popularity indicated that low level learners are engaged mostly 
by content which is useful in helping them to function in the L2 environment.  A 
comment related to preferred genre was usefulness in content. It was suggested that 
UHDGLQJDERXWVRPHWDUJHWODQJXDJHFXOWXUHZRXOGEHJRRGIRUWKHOHDUQHUV¶LW·V
crucial for them to know things from Western culture like Mother Teresa so that they 
can blend in and know what peoSOHDUHWDONLQJDERXW· 
 
One of the teachers, L, commented on reading several books in the same genre: 
¶7KHUHLVDZKROHVHULHVRI+RZWRDQGLIWKH\>WKHOHDUQHUV@NHHSUHDGLQJWKH\ZLOO
NQRZWKHVWUXFWXUHDQGZKDWWRH[SHFW·7KHLPSRUWDQFHRIXQGHUVWanding genre in 
DFWXDOO\FKRRVLQJDERRNZDVFRPPHQWHGRQE\-ZKRVDLG¶:KHQ,JRWRDOLEUDU\,
think, what interests me? Which genre do I like? Which authors do I like? But the 
VWXGHQWVGRQ·WKDYHWKLVUHVRXUFH·6KHZDVUHIHUULQJ, both to the learnHUV·ODFNRI
experience in English literary genres, and to the fact that their choice can be curtailed 
by limited familiarity not only with the culture exemplified in the texts, but also with 
the culture of the library itself.  Students tell us that in Japan, for instance, the idea of 
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borrowing books handled by numerous unknown people from a public library is 
distasteful. 
4.4.3.3 The fiction/ non-­fiction divide 
This comment introduced the fiction/non-­fiction divide. H commented that far more 
people world-­wide read non-­fiction than fiction, and therefore this split might be 
expected among second language learners in English.  Indeed, most teachers dealing 
with the lower-­proficiency levels thought that their learners preferred to read non-­
ILFWLRQ.VDLG¶0\JX\VRIten choose junior non-­ILFWLRQLQVWHDGRIJUDGHGUHDGHUV·
As junior non-­fiction is not specifically written for non-­native speakers of English, 
the texts are likely to contain a higher percentage of unknown words than the 
recommended GRs for that level, but they are also likely to have more illustrations 
DQGGLDJUDPVWKDQ*5V7KHFRPPHQWVZHUHUHODWHGWRWKHVXEMHFWRIWKH¶KRZWR"·
books for low level learners, and the notion that usefulness was motivational.  The 
question of whether non-­fiction reading was extensive or intensive was raised.  L 
said she thought it could be both, implying that she herself could become as engaged 
with a non-­fiction text as with one of fiction.  
4.4.3.4 Classics 
The younger teachers especially tended to be disparaging about European classics in 
GR form. With regard to Oliver Twist6DQG7ZHUHDGDPDQWWKDW¶\HDUROG
Japanese students do not relate to little boys from 19th FHQWXU\/RQGRQ·DQGWKH\
found the idea of Jane Austen for 18 year old boys laughable.  They were somewhat 
surprised when E pointed out that Anne of Green Gables in translation is very popular 
LQ-DSDQZKHUHLWLVUHJDUGHGDVDQLFRQLF¶ULWHVRISDVVDJH·ERRNDQGWKLVKDVKDG
the effect of making the GR version popular among Japanese students of English. 
Another classic which has achieved popularity in GR form is Gone with the Wind, 
although E admitted that the film may have had something to do with this.  A more 
modern book which has gained the status of a classic is The Diary of Anne Frank, 
another popular GR according to the library list of most popular borrowings 
(Appendix  1). Its popularity surprised N, who considered Anne Frank too simple 
 88 
 
DQG¶SULPLWLYH·DQGKDGHUURQHRXVO\WKRXJKWKHUPRUHDGYDQFHGVWXGHQWVZRXOG
prefer Airport.  
4.4.3.5 The film tie-­in 
Discussion of films of the book led to a number of teachers saying that they often 
chose class readers with a movie tie-­LQ7KHLUSHUFHSWLRQWKDWWKLVLQFUHDVHGOHDUQHUV·
engagement with texts led to a discussion of the suitability of reading itself, for 
learners ZKRPRVWO\QRZFRPHIURPD¶WHOHYLVLRQ·JHQHUDWLRQDQGIRUZKRP
motivation to read was low in any language. 
4.4.3.6 Summary 
,QVXPWKHWHDFKHUV·SULQFLSDOWKRXJKWVDERXWWKHFRQWHQWRIWH[WVUHYROYHGDURXQG
the idea that, for low level learners at least, practical survival information books 
ZHUHPRVWVXLWDEOHDQGRIPRVWLQWHUHVW,QWHDFKHUV·GLVFXVVLRQVWKHUHZDVPRUH
focus on subject areas and a marked bias against the classics, even when it was 
acknowledged that some classics were popular with learners.  The suitability of 
reading itself in certain cultures was questioned.  
4.4.4 Purpose 
,WZDVJHQHUDOO\DFNQRZOHGJHGWKDWOHDUQHUV·PRWLYDWLRQWRUHDGZDVQRWYHU\KLJK
and that to instil into them a desire for reading was a major task. It seemed to be 
assumed that OHDUQHUV·UHDVRQVIRUUHDGLQJZHUHODUJHO\LQVWUXPHQWDODQGWKDWWKH\
either read because they had to, in order to fulfil an assigned task, or they read to 
find out facts.  There was not much discussion about reading for the joy of reading. 
4.4.5 Culture and habits in the home 
$QRWKHUDVSHFWUHODWHGWRWKH¶VXLWDELOLW\·RIUHDGLQJZDVVXJJHVWHGE\/DQRQ-­
QDWLYHVSHDNHUWHDFKHU6KHUHODWHGWKDWZKHQVKHZDVDFKLOG¶:HGLGQ·WKDYH
[English] reading books at that time, only text books. A lot of books were censored. 
%RRNVZHUHYHU\H[SHQVLYH6RUHDGLQJZDVQ·WSDUWRI(QJOLVKOHDUQLQJDWDOO·.
UHVSRQGHGWKDWLIWKHRQO\UHDGLQJGRQHLQVFKRROZDV¶WH[WERRN·UHDGLQJWKH
students would never acquire the habit of reading for pleasure.  S, repeating a 
sentiment expressed when talking about modalities, commented that many of these 
learners have not had the experience of being read to in the home when young, and 
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therefore have never acquired the ability to construct a world in their imagination.  
As a result of this, it is possible that texts, especially fictional ones, which make 
demands on the imagination and lack visual back-­up, are becoming less accessible.  
Thus lack of motivation was understood to be partly connected with a television 
culture in which many young people today are brought up. 
 
4.5 DISCUSSION 
Teachers were asked, in their focus groups, to discuss what makes a good GR. Their 
discussions extended to the area of reading in general, of GRs and other texts, and of  
both extensive and intensive reading. As was described in Chapter 2, Day and 
Bamford (2002), Nuttall (1996, p. 170) and Bassett (2005b) emphasise that the 
principle of enjoyment is important in extensive reading. Indeed, the ultimate 
criterion in selecting books for ER, according to Nuttall, should be to find texts 
ZKLFK¶LQWHUHVWWKHOHDUQHUV-­  SUHIHUDEO\HQWKUDODQGGHOLJKWWKHP·%XWLQWKH
WHDFKHUV·IRFXVJURXSGLVFXVVLRQVHQMR\PHQWDQGLQWHUHVWZHUHQRWKLJKRQWKHOLVWRI
concerns.  That the teachers were deeply concerned about the reading of their 
learners was not in doubt, but analysis of the focus group transcripts shows that by 
and large they were not thinking of learners reading primarily for pleasure, or, in 
5RVHQEODWW·V(1986) terms, responding to reading from the aesthetic end of the 
reading response continuum. Rather they were thinking of how the text could be 
exploiWHGWRH[WHQGWKHOHDUQHUV·ODQJXDJHSURILFLHQF\,Q5RVHQEODWW·VWHUPVWKH\
expected an efferent response, and they were themselves displaying a common 
FKDUDFWHULVWLFRIWHDFKHUVQRWHGE\KHUZKLFKLVWR¶DGRSWWKHHIIHUHQWVWDQFH·
(Rosenblatt, 2005, p. 81).  They were treating reading as a means to an end, rather 
than an experience which could be enjoyed for its own sake. 
 
7HDFKHUV·FRQFHUQVGHDOWILUVWZLWKWKHUHVXOWVRIUHDGLQJDVGHPRQVWUDWHGWKURXJK
assessment. This meant they were primarily interested in the mechanics of reading. 
They discussed the ways in which language proficiency, exemplified in grammar, 
lexis and comprehension, could be assessed through reading, and the ways in which 
UHDGLQJFRXOGEHXVHGWRGHYHORSOHDUQHUV·SURILFLHQF\LQWKHVHDUHDV1XWWDOO(1996, p. 
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171) VD\VWKDW¶DWH[W\RXFDQQRWH[SORLWLVQRXVHIRUWHDFKLQJ·DQGRXUWHDFKHUVZHUH
FOHDUO\IRFXVHGRQZKDWVKHWHUPV¶H[SORLWDELOLW\·:KLOHWKHQHHGWRH[SORLWDWH[W
may seem obvious, there are many different ways to do this, as is demonstrated in 
the differences between intensive and extensive reading. To the focus group teachers, 
the GR sometimes seemed to be a specimen for forensic grammatical examination. 
With some exceptions they applauded the notes and questions often found in the 
GRs. Their opinions on accountability reflected the multiplicity of opinions on 
methods of conducting ERPs, from very high accountability in programmes 
described by Helgesen (1997) and Takase (2007), to almost no accountability in 
0DFDOLVWHU·VSURJUDPPH(Macalister, 2008). Those in favour of low accountability 
were in the minority.  Most teachers seemed to exploit GRs and other readers on a 
micro level, using them as material for intensive reading.  
 
7HDFKHUV·VHFRQGPDLQFRQFHUQZDVZLWKWKHH[WULQVLFDQGLQWULQVLFPRWLYDWLRQRIWKH
learners. Extrinsic factors, such as the form and content of the reading material, the 
extrinsic purpose for which texts were being read, the choice and what it looked like, 
were discussed more than intrinsic factors, possibly because they were easier to 
quantify.  Less frequently mentioned were the intrinsic factors affecting motivation 
to read: the culture, interests and reading habits of the learners, and what might 
¶HQWKUDO·WKHPLQDWH[W 
 
There is no denying that content, choice and culture as factors which motivated 
learner/readers were important to the teachers. However, discussions of these three 
factors rarely included mentions of the merits of a good story, or anything that might 
¶HQWKUDODQGGHOLJKW·¶,QWHUHVW·ZDVWKHZRUGHPSOR\HGWKDWFDPHFORVHVWWR¶enthral 
DQGGHOLJKW·DQGLWZDVJHQHUDOO\H[SUHVVHGLQWHUPVRIDWRSLFWKDWZDVHLWKHUXVHIXO
or familiar. Overall, the emphasis was on the how and why, or the mechanics of 
reading, and the types of book, rather more than the inherent quality and capacity in 
a text to captivate the learners.  
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7KLVPD\EHPLVVLQJWKHSRLQW9LFWRU1HOOLQKLVERRN¶Lost in a Book,·VXJJHVWVWKDW
there is reason to suppose that the unique potential of a particular text to engage the 
reader totally, rather than any generic properties it might possess, could influence a 
UHOXFWDQWUHDGHU+HFRQWHQGVWKDW¶2QHRIWKHPRVWVWULNLQJDWWHQWLRQDO
FKDUDFWHULVWLFVRIOXGLFUHDGLQJLVWKDWLWLVHIIRUWOHVV·(1988a, p. 75). This concept of 
PLQLPXPHIIRUWRQWKHUHDGHU·VSDUWZKHQUHDGLQJIRr pleasure suggests a ratio 
between the power of the text to enthral, or at least interest or please, and the effort 
needed to read it.  Naturally for the second language reader, there is probably a 
more marked relationship between the effort needed and the level of difficulty, but 
as was remarked by H when talking about the language used in video games, 
reading difficulty can to a certain extent be overcome by interest.  By using the word 
¶HQWKUDO·1XWWDOOHQGRUVHVWKHJRDORIVHOHFWLQJDWH[WZKLFKSDUWly because of its 
innate fascination, can be read with very little effort. However, facilitating effortless 
silent reading may seem, to a teacher whose normal role is seen as imparting 
knowledge, like the avoidance of pedagogical responsibilities.  Thus the topic of 
reading for pleasure, from an aesthetic stance, rarely entered the discussion arena.  
 
Teachers were inclined to suggest that certain genres might be superior to others in 
the selection of texts. Yet it is difficult to imagine a single broad category that is 
guaranteed to enthral every reader, and each category will span a broad range in 
terms of quality. As Jennifer Bassett (2005b) VD\VRIILFWLRQDWDQ\UDWH¶7KHUHDUHQR
QHZWH[WV«WKH\DUHDOOUH-­cycled. If you reduce a lot of stories to the fabula, there 
DUHDORWRIVLPLODULWLHV·,WLVQRWVRPXFKWKHSORWRIDVWRU\EXWhow it is told, that 
FRQVWLWXWHVWKHHOXVLYHIDFWRUWKDWJXDUDQWHHV¶HQWKUDOPHQW·$QGLWLVWUXHWKDWWRD
certain extent, this elusive quality can sometimes trump the difficulty factor of the 
language. 
 
4.6 CONCLUSION 
/RXLVH5RVHQEODWW·V(2005, p. 83) contention that teachers in their expectations of 
OHDUQHUV·UHDGLQJ¶JHWLQWKHZD\RIWKHDHVWKHWLFVWDQFH·DSSHDUVWREHERUQHRXWE\
WKHQXPEHURIFRQFHUQVDERXW¶UHVXOWV·RIUHDGLQJYRLFHGE\RXUWHDFKHUV0RVWRI
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the focus group discussions centred around the mechanics and modes of reading.  
While these are undeniably important, to rank them first in terms of priorities may 
EHSXWWLQJWKHFDUWEHIRUHWKHKRUVH,Q1XWWDOO·VWHUPVWKH\ZHUHSODFLQJUHDGDELOLW\
and exploitability over suitability.  In looking at GRs, they were placing the level of 
language and the extent to which it could be used as a teaching tool, above the 
importance of content, and of fascination and enthralment with the text. This seemed 
to show that they perceive GRs more as a fund of classroom texts for intensive work, 
rather than an extensive, extra-­classroom mode of actually providing enjoyment and 
incidentally, developing fluency.  Their appreciation of a good GR seemed to revolve 
DURXQGWKH¶JUDGHG·SDUWRIWKHHSLWKHWDVRpposed to the content and quality of 
writing, although both those factors must be germane to judging any work of 
literature.  
 
7KHDQVZHUWRUHVHDUFKTXHVWLRQIURPWKHWHDFKHUV·SHUVSHFWLYHLVDbrief snapshot 
of their perceptions of GRs, suggesting that WKH\JHQHUDOO\H[SHFWLQ5RVHQEODWW·V
terms, an efferent reading response from learners. This could well be because 
teachers are caught in the accountability trap;; their teaching has to appear 
measurable and useful. They therefore see all texts as potential intensive reading 
materials, and rarely consider them in terms of an extensive reading programme. 
7KH\DUHDWWKH¶DFFRXQWDELOLW\·HQGRIWKH([WHQVLYH5HDGLQJ3URJUDPPHVSHFWUXP
constrained by the syllabus and the expectations of parents and the institution in 
which they operate. Most of them agree on the value of learners reading as much as 
possible, and some agree that the texts should be interesting to the learner. But the 
idea that some reading can and should be engaged in for aesthetic, rather than 
efferent reasons, did not feature in their discussions. 
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5 THE PUBLISHERS 
 
5.1 INTRODUCTION 
In Chapter 4, I looked at the perceptions of teachers and librarians, who are largely 
responsible for the choice of reading material available to learners.  In this chapter I 
examine the views of the producers of these materials, the publishers, and the views 
of the people who may, to a certain extent, influence what is produced: those of the 
judges and academics. As in Chapter Four, the data about the publishers comes from 
WKHDQVZHUVWRWKHNH\ILUVWUHVHDUFKTXHVWLRQUHODWLQJWRWKHVWDNHKROGHUV·
perceptions of what makes a good GR.  The selection of publishers is explained in 
3.6.1., and resulted in the choice of Oxford Bookworms, Cambridge English Readers, 
Penguin Readers and Macmillan Readers. Transcripts of interviews with publishers 
are supplied in Appendices 2a-­2d. 
 
5.2 THE PUBLISHERS 
5.2.1 Data gathering 
I collected data on the views of publishers by interviewing commissioning editors 
from the four publishers of GRs in English named above. Justification for conducting 
unstructured interviews in order to gather data is detailed in the methodology 
chapter, bXWLQEULHIP\DLPLQLQWHUYLHZLQJWKHHGLWRUVZDVWR¶DFFHVVWKH
SHUVSHFWLYHRIWKHSHUVRQEHLQJLQWHUYLHZHG·(Merriam, 1988, p. 72), thus, in this case, 
to access the views of their respective publishing companies. These editors all very 
generously gave up their time to talk to me about their passionate commitment to 
producing excellent GRs.  Information from interviews with them, and from some of 
their writings, reveals differing perceptions of the ideal purpose and contents of a 
GR, which may be informed by the different historical backgrounds and resultant 
philosophies of their publishing houses. In addition to interviewing the editors, I 
was able to interview Professor David Hill, of the Edinburgh Project for Extensive 
Reading, twice during the course of my study, and his views are included here.  In 
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this chapter I also include the views of the judges of the Extensive Reading 
)RXQGDWLRQ·V()5/DQJXDJH/HDUQHU/LWHUDWXUH$ZDUGVH[WUDFWHGIURPWKHLU
rationales given on the EFR website for choosing the winners in 2009 and 2010. 
5.2.2 Publishers and their backgrounds 
Oxford University Press (OUP) and Cambridge University Press (CUP) are two of 
the oldest publishing houses in Europe.  Oxford University Press printed its first 
book in 1478, only two years after Caxton opened the first printing press in England. 
OUP received a decree from the Star Chamber in 1586, confirming its privilege to 
print books.  It was granted the right to publish the King James 1 authorised version 
of the Bible, which apparently was very profitable DQGD¶VSXUWR283·VH[SDQVLRQ·
(OUP, 2010).  
 
Cambridge was granted a charter by Henry VIII in 1534 to publish academic and 
educational works. It is described on its own website DV¶DQHGXFDWLRQDOFKDULWDEOH
enterprise, trading with vigour throughout the world and publishing over 2400 titles 
D\HDU· (Black, 2000).  Both publish important dictionaries and with the explosion of 
ELT publishing in the 1960s, have become major players in the production of ELT 
materials. GRs are included among these materials.  Each publishing house currently 
has a series dedicated to producing GRs for the 16+ age group, and these are the 
Oxford Bookworms, set up in 1988, and the Cambridge English Readers, set up in 
1999.   
 
Penguin Books was founded rather more recently, in 1935, by Sir Allen Lane, 
previously of the Bodley Head (Penguin, 2010). His mission was not to educate, but 
to supply good quality contemporary fiction to a public which, until then, had been 
largely unable to afford to buy books.  The first Penguins were colour coded, orange 
for fiction and green for crime, and cost sixpence each, which in present day New 
Zealand currency would be less than 10 dollars.  As well as supporting the right of 
the working person to read literature, Penguin also gained a reputation as a 
champion of free speech when it took on the Crown in 1960 in the trial of DH 
/DZUHQFH·V/DG\&KDWWHUOH\·V/RYHU under the Obscene Publications Act, and won its 
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case.  Penguin was bought by the conglomerate Pearson in 1970, and Pearson later 
absorbed Longman, the SXEOLVKHUZKLFKLQWKHVEURXJKWRXW0LFKDHO:HVW·V
staged reader series for Bangladeshi school children. As a result of these 
amalgamations, the graded reader series were combined as Penguin Readers, under 
the umbrella of Longman Pearson. 
 
Macmillan (Macmillan, 2010) was founded in the 19th century by two Scots from the 
Isle of Arran.  It has published some eminent figures such as Charles Kingsley, 
Matthew Arnold, Lewis Carroll, W. B. Yeats and John Maynard Keynes.  It is also 
responsible for the Groves Dictionary of Music and Musicians.  Its academic and 
reference division is called Palgrave Macmillan, and the Heinemann Guided Readers, 
described by David Hill (2005) as a ground-­breaking series edited by John Milne, 
was absorbed into  Palgrave Macmillan as Macmillan Guided Readers.  Since 1995 
the company has been owned by a German media group called the Georg von 
Holtzbrinck Publishing Group. 
 
5.3 WHAT CAME OUT OF THE INTERVIEWS 
As explained in the methodology chapter, interviews with three of the editors were 
recorded, transcribed and sent to the editors for approval. The fourth editor was 
interviewed by telephone, after which I wrote up and sent to her the notes taken 
during the conversation.  Transcripts and notes appear as Appendix 5.  When I had 
received the approval of all the editors, I analysed the transcripts and notes.  The key 
points were then put into tabular form according to the themes that appeared during 
the interviews, and this table appears as Appendix 5a.  The editors are referred to by 
the acronyms of the series they represent. Thus the editor of the Oxford Bookworms 
is referred to as OBW, the Cambridge Readers as CER, Penguin Readers as PR, and 
Macmillan Guided Readers as MGR.  The broad themes that emerged were Story, or 
WRSLF)RUPDW&XOWXUHDQG0DUNHWLQJ7KHSXEOLVKHUV·RSLQLRQVDUHVXPPDULVHGLQ
Table 5.1 below. 
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Publisher CER OBW MGR PR 
TEXT 
A good story 9 9 9 9 
Classics and 
adaptations 
8 9 9 9 
Originals 9 9 9 9 
Film tie-­ins 8 8 9 9 
CULTURE 
PC or not? 8 8 9 9 
FORMAT & SUPPORT 
Notes and 
glosses 
8 9 9 9 
Online 
support 
9 9 9 9 
CD 9 9 9 9 
MARKET 
Teachers 
consulted 
9 9 9 9 
Learners 
consulted 
Sometimes Sometimes 8 8 
Table 5.1 Publishers on Graded Readers 
5.3.1 Story or topic 
This category included the purposes of GRs, the choice of the story, or non-­fiction 
topic, whether it was an adaptation or an original, and how the levels were 
determined.   
5.3.1.1 Purpose 
Only the university publishers specifically mentioned the academic purpose for 
which learners might be reading GRs, and both of them referred to Krashen and 
comprehensible input. OBW spoke about reading being equivalent to conversation 
as a means of exposing the learner to language, and more importantly, of its function 
in satisfying a human need for stories.  The editor explained that it made sense for 
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learners of a foreign language to acquire stories in that language.  CER said that 
learners read in order to improve their ability to communicate internationally in 
English, but also for entertainment.  Both editors were talking mainly about fiction. 
5.3.1.2 Choice of story or topic 
OBW and CER diverged a little about this. CER was adamant that in any story for 
learners, the genre should be clearly defined, but agreed that a good story was 
essential.  OBW thought it more important that any story, to make a good graded 
reader, must first of all be a good story, and well told, although it might not be 
specifically a love story, or a thriller, or any specific genre. The OBW editor said: 
¶7KHVFKHPDRUIUDPHZRUNKDVWREHVHWXSHDUO\LQWKHVWRU\DQGWKHUHDGHUKDVWR
ZLOOLQJO\VXVSHQGGLVEHOLHIDQGEHOLHYHLQWKHFKDUDFWHUVRULWZLOOQRWZRUN·0*5
said that they have a clear policy on the type of story that they consider suitable. The 
storyline must be linear;; no flashbacks, confusion or multiple narrators, and the 
FRQWHQWPXVWQRWLQFOXGHVHQVLWLYHVXEMHFWVVXFKDV¶VWURQJ·UHOLJLRQRU
homosexuality. Topics must be ones that engage the reader, but political correctness 
is never far from the mind of the commissioning editor.  PR also insisted that their 
stories must be politically correct.  
 
However, the university presses have a more flexible approach to sensitive subjects.  
CER has a GHOLEHUDWHSROLF\RIQRWILJKWLQJVK\RI¶VWURQJ·VXEMHFWVVXFKDV+,9
mixed marriages and racism.  OBW, when referring to topics like sex outside 
marriage, which might be considered taboo in Muslim countries, described how 
1DWKDQLHO+DZWKRUQH·VThe Scarlet Letter is very popular in Jordan, because students 
can relate to it. It is acceptable in a Muslim country, OBW explained, partly because 
it is a classic, and partly because, as a GR, it will not be taught as part of the 
curriculum, but will be read at home. 
 
Choice also includes the variety of choice in reading material the learner has. Only 
OBW remarked that a wide choice of subject and genre was essential in a GR series, 
and this necessity was related to giving the learners the opportunity to invest 
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something of themselves in their reading, rather than having it all imposed on them 
from above.    
5.3.1.3 Adaptation or original? 
OBW do many adaptations of classics, rationalising that they are proven to be good 
stories. PR and MGR agree with this philosophy, and they find that the classics, 
because of their reputation, have a commercial appeal. There is the added benefit 
that because many classics fall outside the copyright period, there is no question of 
having to approach authors for permission which may be refused.  But CER never 
do adaptations. They produce all original stories, their rationale being that in general, 
re-­writes, especially of classics, are not well done, and the content is often outside 
the cultural experience of L2 learners.   There is also the TXHVWLRQRIWKH¶ERRNRIWKH
ILOP·RUWKHERRNZLWKDILOPWLH-­in. The university presses do not do these;; CER find 
them incomprehensible to learners, especially to learners who have not seen the film, 
and OBW explained the difficulties of re-­telling a film.  Without visual cues some 
written sequencing is impossible to follow for a native speaker, let alone a learner.  
However, PR are especially keen on them and find they are very popular, although 
the editor explained to me that most of the feedback regarding what was enjoyed by 
the learners actually comes from teachers.  From a marketing point of view, it is 
understandable that the opinions of the stakeholders who buy the GRs, rather than 
those of the ultimate consumers, the learners, are the decisive factors in publishing 
GRs.  
5.3.1.4 Levels of language 
All the publishers divide their GR series into levels appropriate for certain degrees of 
English proficiency, by the number of headwords and structures expected to be 
known at that degree, but they agree that, although their particular level lists are 
used as guides for writers, they are neither prescriptive nor proscriptive. OBW 
acknowledged that it is impossible to estimate accurately the lexicon of students, as 
it differs with each individual according to interest and experience.  CER remarked 
that certain genres may require certain vocabulary not within the given lexicon at 
certain levels.  For instance, a Level 2 thriller with an indicated number of 700 
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headwords may need to include the words kill, die and shoot, even if they are not 
within the frequency range at that level.  The numbers of books produced at each 
level vary, but the largest numbers are produced for the middle range of ability. PR 
explained that this was where the demand was highest, so the widest choice of 
reading is for learners reading between the 1000 ² 1700 headword level.  Each series 
has a slightly different way of dividing the headwords, and while CER and PR go up 
to 3000 headwords in their level 6, advanced lists, OBW goes up to 2500, and MGR 
were, as of 2008, only just developing an advanced level. Wan-­a-­URP·V(2008, pp. 43-­
69) study VKRZVWKDWWKHOLVWVRI2%:DQG&(5GRQRWFRPSOHWHO\FRQIRUPWR:HVW·V
General Service List, or to each other, although there is a good overlap at the 1000 
word level, but a less good correspondence between 1000 and 2000 headwords. He 
also notes that in some texts they do not always conform to their own lists.  
 
 CER talked about the structural lists for each level, and stressed the importance of 
¶LQYLVLELOLW\·RIOH[LFDODQGVWUXFWXUDOFRQWURO7KLVLVZKDW2%:FDOOHGWKH¶QXWVDQG
EROWV·RIZULWLQJZKich should never become apparent to the reader.   As well as 
lexical and structural controls, CER also cited John Milne, the pioneer of the 
+HLQHPDQQ*5VZKREHJDQWRXVH¶LQIRUPDWLRQFRQWURO·DVZHOODVOH[LFDODQG
syntactical lists.  MGR, having absorbed Heinemann, have taken this idea on board 
as well.    
5.3.2 Format 
Format: this includes the design of the GRs, which means not only artwork and 
printing, but whether the book contains built-­in learning support. 
5.3.2.1 Artwork and Design 
The topic of design was only brought up by OBW. The editor explained that the 
artwork on the cover (and inside) should be in tune with the theme and period of the 
VWRU\'+/DZUHQFH·VLove among the Haystacks has a Victorian valentine as a cover 
picture, suitable for an era which was pre-­ZRPHQ·VOLEHUDWLRQ$SLFWXUHRIDJLUOLQ
MHDQVZRXOGQRWKDYHJLYHQWKHFRUUHFWLPSUHVVLRQRIWKHVWRU\·VFRQWHQW2%:
explained that the Bookworm format has been very carefully designed, so that 
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although the font is reasonably small, and therefore appropriate to a book aimed at 
teens and young adults, the font choice, leading (line spacing) and wide margins 
make it easy to read, and the fact that the learner may not be totally familiar with the 
orthography is always kept in mind.  The editor remarked that cultures dictate 
different tastes in design: the OBW books have rather dark covers, aimed at the 
European market. She acknowledged that it is possible that the Asian market, 
influenced by the Japanese manga type of illustUDWLRQPLJKWSUHIHUEULJKWHU¶FXWHU·
artwork. She also pointed out that it is important to regulate the length of GRs. 
Dividing texts into chapters helps to alleviate the problem of overlong, and therefore 
demotivating, material.  
5.3.2.2 Support 
There is disagreement among the editors regarding how much, if any, support 
should be provided within a GR. CER believe that a GR should be like any other 
book, totally without notes or glossaries of any kind, although some help can be 
given via good illustrations.   But both CER and OBW said that they sometimes 
LQFOXGHDQ¶LQWHUQDOJORVV·PHDQLQJDQLQ-­text explanation of an unfamiliar word. 
2%:JDYHWKHH[DPSOHRIWKHZRUG¶ZRUNKRXVH·LQOliver Twist: this might be 
interpreted by a contemporary learner as an office.  A description as part of the text 
can be used to clear up such misunderstandings.  CER admitted to reluctantly 
providing support for students and teachers online.  OBW thought that background 
notes should be discreetly provided in the book, especially if the text is culturally 
alien to the learner. OBW also include a short frontispiece and a paragraph on the 
back cover if they consider it necessary. In addition, they provide free handbooks of 
notes to the OBW series, in which, among other things, the level system is explained, 
and they are not against tasks associated with GRs, provided they give the learners 
¶RZQHUVKLSRIWKHWH[W·7KHHGLWRUVXJJHVWHGWKDWOHDUQHUVFRXOGWKLQNRIDOWHUQDWLYH
HQGLQJVWRVWRULHVZKHUHWKH\ILQGWKHDXWKRU·VHQGLQJXQVDWLVIDFtory. For instance, 
Tess is hanged in 7HVVRIWKH'·8UEHUYLOOHV, and learners might like to invent a 
different solution.  MGR provide a forum for teachers and a student self-­study 
website online. PR believe that activities and in-­text questions help the learners to 
concentrate on the text, but they find a dilemma in the issue of notes;; Asian students 
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apparently love grammar tasks and activities to be integral to the text, but European 
and American markets are not so keen.  The editor thought that perhaps they should 
produce one set of texts with notes and one set without.    Audio support was 
mentioned as being important by CER and MGR.  CER especially were in favour of 
learners simultaneously jogging and listening to stories on their I-­pods.   Another  
means of support suggested by CER and OBW was the explanation in L1, although 
obviously this would only be practical in a monolingual teaching situation. 
5.3.3 Culture 
An area on which all the editors commented was the variety of cultures of the target 
markets.  OBW noted that for extensive reading, learners must choose books at a 
OHYHOZKLFKLVEHORZWKHLUDVVHVVHG(QJOLVKSURILFLHQF\DQGWKHUHIRUHWKH¶QRSDLQ
QRJDLQ·DWWLWXGHSUHYDOHQWLQ$VLDQFODVVURRPVVKRXOGEHILUPO\VXSSUHVVHG
Attitudes to learning were also related to confidence by OBW and PR;; both editors 
DJUHHGWKDWOHDUQHUV·FRQILGHQFHZDVRIWHQYHU\IUDJLOHDQGKDGWREHEXLOWXSDQG
WKHPRUHDSSURSULDWHWKHVHOHFWLRQRIOHYHOWKHPRUHOLNHO\WKDWOHDUQHUV·FRQILGHQFH
in themselves as readers would increase. 
 
The comment was also made by both OBW and PB, that some cultures simply do not 
¶GR·UHDGLQJDQGWKLVKDVWREHWDNHQLQWRDFFRXQWZKHQSURGXFLQJ*5VIRUWKHP
7KHVHPD\EHWKHFXOWXUHVZKHUHWHDFKHUVGRQRW¶PRGHO·UHDGLQJDQDFWLYLW\ZKLFh 
was considered important by all the editors.   Care also has to be taken regarding the 
topic area of texts.  MGR explained that their choice of texts was made according to 
the cultural moeurs of the markets;; Muslim readers form a large proportion of the 
ESOL markets, and they are largely conservative, so MGR is conservative in choice.  
However, a CER survey of teachers to discover which topics they would tolerate in 
*5VVXJJHVWHGWKDWWKH\DWDQ\UDWHDFWXDOO\KDYHDYHU\KLJKWROHUDQFHRI¶VWURQJ·
subjects such as HIV and AIDS, high school massacres and racism, but they are not 
happy about explicit descriptions of sex. The editor did not say whether the survey 
was a world wide survey of teachers, or only of teachers in a particular cultural 
group. 
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There was also an awareness of the criticism of cultural imperialism via literature;;  
publishers are sometimes accused of imposing a dominant Anglocentric culture 
upon learners. OBW rebutted this argument by saying that any text-­based input is 
far less likely to impose a cultural agenda than is input from film or television. 
5.3.4 Markets 
It was to be expected that all four publishers, as major commercial entities, would 
mention markets and marketing.  PR and MGR both explained that they receive 
feedback from their agents in the field, who get information from teachers and sales 
people.  Their series editors report back on the potential of certain books to work as 
GRs. OBW and CER have done surveys of actual learners, although these do not 
seem to happen on a regular basis.  PR do not often ask the learners directly for 
feedback and the attitude of MGR is unequivocal;; they do not ask the learners for 
feedback because they are not the ones who buy the books.  When asked about the 
potential of the GR market, all four agreed that in future, the market would demand 
more electronic publications, but that there would always be a place for print. 
5.4 DISCUSSION 
The four publishers can be divided into two groups: the university presses, and 
publishers owned by large corporations.   It might be expected that there would be 
differences between the two, and one difference was identified by an editor who said 
that the university presses in general are not quite as market driven as their 
competitors, and therefore have more time for revision and adaptation of texts. 
However, at the IATEFL 2002 conference, a panel of editors from the four publishers 
represented in my study discussed the very question posed here: What makes a 
JRRG*UDGHG5HDGHU",QWKHUHSRUW0DFPLOODQ·V6DUDK$[WHQ(2002) UHPDUNV¶,WZDV
interesting to have confirmed how closely parallel the aims and intentions of our 
GLIIHUHQWVHULHVVHHPWRUXQ·%XWKDYLQJORRNHGDWWKHSULRULWLHVRIHDFKHGLWRU,
interviewed, it seems that each publishing house has a rather different starting point 
for the creation of GRs, driven in part by its origins and place in the market, and in 
part by the personality and philosophy of each editor. 
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When I asked the editors to talk about GRs, they spoke mainly about fiction, which 
SHUKDSVLQGLFDWHVWKDWWKH\DJUHHZLWK'DYLG+LOO·V (2008, p. 187) FRQWHQWLRQ¶RQO\ 
ILFWLRQSURYLGHVWKHW\SHRIWH[WWKDWFDQGHYHORSDOHDUQHU·VIOXHQF\·7KHLUYLHZV
may  also reflect his opinion that good non-­fiction GRs are hard to produce because 
¶WKH\PDNHGHPDQGVWKDWFDQQRWEHPHWE\JUDGHGWH[WZKLFKSHUPLWVWKH
expression of RQO\WKHVLPSOHVWRILQIRUPDWLRQZKLFKHYHU\RQHNQRZVDOUHDG\·(Hill, 
2008, p. 187). It seems that the type of fiction editors recommend for GRs varies 
considerably, although David Hill actually suggests that the whole canon of GRs 
FXUUHQWO\SURGXFHGLV¶WRRKLJK-­EURZ·DLPHGDWDUDWKHUQDUURZDFDGHmic, market, 
DQG¶PRVWRIWKHP>ODQJXDJHOHDUQHUV@ZRXOGEHKDSSLHUZLWKD0LOOVDQG%RRQRU
WKULOOHURUZHVWHUQW\SHRIERRNWKDQDFODVVLF·7KHQXPHURXVDGDSWDWLRQVRI
classics, and the emphasis on good writing, may add weight to this contention. 
 
However, the main debate revolves around whether to commission original stories 
in reduced code or to adapt published books for native speakers. Within this larger 
discussion is the question of whether the classics are more suited to adaptation than 
modern novels. CER firmly advocates original texts, but David Hill criticises this 
attitude, as he finds that story lines which have already worked are likely to be 
better than those created specifically as vehicles for learner literature. He believes 
that many of these originals are written by ESOL teachers who would be 
professional writers if they were good enough. However he does admit there are 
honourable exceptions, such as Antoinette Moses, the author of -RMR·V6WRU\ and John 
Doe, published by CER, and Tim Vicary, who has written Chemical Secret and many 
other titles for OBW.    OBW, PR and MGR all do adaptations, and all of them 
advocate adaptations of the classics, as well as more contemporary novels, for 
various reasons.  A fundamental OBW criterion for selection of a story is that the 
story be a good one, and if it has stood the test of time, as a classic will have done, 
that is proof of its value. There is also the advantage, recognised by PR and MGR, 
that the classics have a certain cachet, and respectability, which are good marketing 
ploys.    David Hill applauds some of the re-­writes of classics, but CER claim that 
often adaptations of the classics are not done well. However, CER are also firm 
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advocates of a good story, although their idea of good may be different from David 
+LOO·V/LNH2%:&(5EHOLHYHLQWKHQHHGIRUDERRNWREH¶XQSXWGRZQDEOH·EXW
WKH\VWUHVVWKDWOHDUQHUVVKRXOGUHDG¶ZLWKVXFFHVV·DQGLQRUGHUWRGRWKDWWKH
cultural elements in a story, that is, the content, must be controlled.   At the same 
time CER is much more proactive than the other publishers in producing books 
about sensitive topics.  
 
Attitudes to books of the film are also very different. CER, OBW and also David Hill 
are very much against them, but PR especially are very much in favour, and both PR 
and MGR cited the free advertising that a popular movie such as Titanic can give to 
a GR. David Hill also strongly objects to film stills being used to advertise GRs, as 
the actors are usually far too glamorous for the characters they are meant to be 
representing.   But all the publishers who do re-­writes sometimes use film or 
television stills as cover pictures, presumably because of the advertising value these 
bring.  
5.4.1 Levels 
As far as levels are concerned, all the editors have word lists and guidelines for 
syntax and lexis at each level, but in no case are they prescriptive.  CER are 
HVSHFLDOO\IRQGRI¶LQIRUPDWLRQFRQWURO·ZKLFKPHDQVWKDWWKHLUVWRULHVWHQGWREH
PRUH¶FXOWXUH-­IUHH·WKDQWKHUH-­writes of the others, although there is still a 
discernible modern western cultural background to many of them.  This cultural 
semi-­QHXWUDOLW\LVLQIDFWRQHRI+LOO·VREMHFWLRQVWRWKH&(5*5VDVKHVD\VRULJLQDOV
WHQGWRKDYH¶VLPSOHUSORWVDQGWKLQQHUFKDUDFWHUisation, especially at the higher 
OHYHOV·(Hill, 2008).  The fact that the lexicons and syntax are not prescriptive has 
also led to criticism from Hill, who thinks that the PR readers, particularly, do not 
progress evenly in difficulty. He finds OBW most consistent in this regard, although 
Wan-­a-­rom (2008) found that GRs in both OBW and CER series, especially at low 
levels, do not always correspond well to their own word lists, which may indicate 
unevenness of level.  
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5.4.2 Format 
The format was only discussed in detail by OBW, as far as artwork and design were 
concerned, and perhaps it is significant that David Hill thought the OBW series were 
well designed in those areas. He felt that none of the four publishers made their 16+ 
series colourful enough, citing a European publisher, CIDEB, with Black Cats, as an 
example to be followed, as they use colour pictures inside the books, not only on the 
covers, and to improve the quality of their illustrations have increased the size of the 
publications to A5. As a result, Hill says, their books are much more attractive;; it 
follows, of course, that they are also more expensive.  Regarding cover design, OBW 
talked about their perceptions of the different expectations of various markets;; the 
VHULHVKDVDGDUNVRSKLVWLFDWHGFRYHUZKLFKORRNVPRUH¶JURZQ-­XS·WKDQSHUKDSV
the covers of the Penguin Readers with film tie-­ins, and this may be less appealing to 
an Asian market than to a European or American one.    
5.4.3 Support 
Although the artwork and fonts were not discussed as much as the content of the 
books, the question of support as part of the design of a GR was an important topic 
of discussion in the interviews with the editors.   The perceptions of CER echo the 
2%:QRWLRQWKDWWKHDXGLHQFHZRXOGSUHIHUWREHWUHDWHGDV¶DGXOW·UDWKHUWKDQ
¶VFKRROFKLOG·+HQFHWKH\FRPSOHWHO\H[FOXGHH[SODQDWLRQVJORVVDULHVDQGDQ\RWKHU
¶VXSSRUW·IURPWKHWH[WVZKLFKDUHGHVLJQHGWRORRNOLNH¶QRUPDO·ERRNVWKDWPLJKW
be read by a native speaker in a leisure reading situation. But they do provide online 
support for those who want it.  On the other hand, OBW, although they have 
responded to the need to treat learners as adults in the cover design,  feel that it is 
quite reasonable to have notes, suggestions for discussion, and language-­focused 
questions, and that notes are especially appropriate when the culture being 
described is very different to that of the learners. PR spoke more about the demands 
of the learners, suggesting that the Asian market is particularly fond of questions, 
exercises and glossaries, so learners would feel cheated if their GRs did not include 
such insertions. David Hill is also very much in favour of notes, but clearly makes 
the point that there are questions and questions;; he thinks display questions do not 
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serve any useful purpose (Hill, 2005). He also points out that learners are at liberty to 
ignore the questions if they wish, and simply read the text. 
 
7KHGLIIHUHQWDWWLWXGHVWRWKHSHUFHLYHGZLVKHVRIWKHOHDUQHUVUHIOHFWWKHSXEOLVKHUV· 
SHUFHSWLRQVRIOHDUQHUV·FXOWXUHVDQGDFFHSWDQFHRIWRSLFV&(5LVWKHPRVWSURDFWLYH
of the publishers in producing work in sensitive areas, while possibly making texts  
more acceptable to markets by situating topics LQUHODWLYHO\¶FXOWXUDOO\QHXWUDO·
contexts. Their attitude seems to correspond to their approach of treating the 
learners as adults, able to make choices and capable of autonomous learning. This 
may reflect a more western cultural perception which assumes the individuality of 
the learner. OBW take the view that most topics can be dealt with if they are 
approached sensitively. They do not shy away from problem topic areas, but they do 
not appear to court them deliberately.   The other two publishers are very much 
more politically correct in their choice of subject matter and the illustrations which 
go with it.   
5.4.4 Summary of Discussion 
7KHDQVZHUWR5HVHDUFK4XHVWLRQIURPWKHSXEOLVKHUV·SRLQWRIYLHZLV
summarised here.  
 
The philosophies which guide the choices of the four publishers used in this study 
differ, principally because two are old university foundations, not totally 
constrained by market demands, and the other two are presumably subject to the 
requirements of their share-­holders. The university presses can spend more time on 
editing and revising, and appear to be less bound by political correctness.  PR and 
MGR are happier to use the marketing advantages of tie-­ins with other media, even 
if the educational and literary advantages are not entirely obvious.  These differences 
have led to major variations in the areas of subject and support, and, seen through 
WKHOHQVRI5RVHQEODWW·VWUDQVDFWLRQDOWKHRU\RIUHDGLQJUHVSRQVHVXJJHVWDYDULHW\RI
expectations about where the reader might be placed on the aesthetic to efferent 
continuum.  CER, with its apparently non-­interventionist approach, would seem to 
hope for an aesthetic approach from its readers;; ideally, they will enjoy the books 
 107 
 
without being expected to answer questions on them or produce any tangible 
outcome.  Whether learners are totally capable of reading the texts from an aesthetic 
stance depends partly on the quality of the in-­built scaffolding provided by the 
lexical, syntactical and information controls. The expectation of OBW is also that 
learners will read the series for the joy of reading, from an aesthetic standpoint. It is 
the OBW editor who speaks of the reader being drawn, willy-­nilly, into the fictional 
XQLYHUVHDQGRIWKH¶XQSXWGRZQDELOLW\·RIDERRN%XW2%:GRHVQRWLJQRUHWKH
value of scaffolding the aesthetic stance.   MGR were not so eloquent about the need 
for a good story, rather for a story that would not present problems, either lexical, 
structural or cultural, for the learner;; this opinion could support an expectation of an 
enjoyable, uninterrupted, reading of a book, and thus of an aesthetic stance.   PR, 
while agreeing on the necessity for a good story, were more focused on  the 
demands of the market, which often included the demands of teachers for activities 
to go with the GRs;; this, might require a more efferent response on the part of the 
learners.   
 
5.4. THE JUDGES OF THE EXTENSIVE READING FOUNDATION AWARD 
The four publishing houses, according to their differing perceptions of what makes a 
good GR,  produce series for the 16+ age group which all have merits, and in their 
different ways, all aim for and often achieve, excellence.  So far I have described their 
own perceptions of the criteria involved in the production of GRs, with some 
observations of David Hill, and of my own.  For an overview of the field, and to 
place the four in the context of other publishers, I will now turn to an independent 
arbiter of GRs produced in English for language learners, the Extensive Reading 
Foundation (ERF). This organisation runs an annual competition for the best 
Language Learner Literature, and in the next section of this chapter I briefly describe 
the rationale of the independent judges for these awards, using the results of the 
2009 and 2010 competitions available on the ERF website. 
 
The ERF describes itself as a not-­for-­profit, charitable organization whose purpose is 
to support and promote extensive reading.  One Foundation initiative is the annual 
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Language Learner Literature Award for the best new works in English.  Its chairman 
is Richard Day, who with Julian Bamford (Day & Bamford, 2002) conceived the Top 
Ten Principles for Extensive Reading. It is therefore  a reasonable assumption that 
the Extensive Reading Foundation supports the precepts of reading often, reading a 
lot, and reading for pleasure. 
 
 The 2009 Adolescent and Adult section results saw two winners in the CER series, 
one for OBW and one for MGR. Although David Hill notes that the best CER books 
were produced for the lower levels (Hill, 2008), one of the CER winners is 1HOVRQ·V
DreamE\-01HZVRPHDWWKH8SSHU,QWHUPHGLDWH$GYDQFHGOHYHO7UXHWR&(5·V
avowed precepts, it deals with a highly controversial issue: it is described by the 
MXGJHVDV¶DKHDUW-­warming love story set against the heart-­wrenching background of 
WKHLPSDFWRI+,9$,'6·7KHRWKHU&(5ZLQQHULVDEHJLQQHUV·OHYHOERRNFDOOHG
WhyE\3KLOLS3URZVH7KHMXGJHV·YHUGLFWRQWKLVRQHLV¶3LRQHHULQJ6HULRXV issues 
are presented in excellent, understandable prose complemented by superb 
LOOXVWUDWLRQV,WLVDJRRGVWRU\ZKLFKKDVDKXPDQGLOHPPDDWWKHKHDUWRILW·7KH
OBW winner is Land of my Childhood: stories from South Asia, by Claire West, at the 
intermeGLDWHOHYHO7KHMXGJHVGHVFULEHLWWKXV¶7KHVHWRXFKLQJHQJDJLQJVWRULHV
open up other worlds while making you think more about your own.  Clare West is 
a master storyteller.  Each story she retells is complete without spelling out every 
detail.  As one UHDGHUSXWLWVKH´JLYHVUHDGHUVHQRXJKLPDJLQDU\VSDFHµ  An 
H[FHOOHQWFROOHFWLRQ·7KH0*5ZLQQHULVDQRWKHUEHJLQQHUV·OHYHOERRNDUH-­write of 
the classic White Fang, by Jack London, retold by Rachel Bladon.  The judges say of 
WKLV¶$JULSSLQJVWRUy that is just as gripping in its adaptation. The technical skill of 
structural and lexical control is first class, and the illustrations support 
FRPSUHKHQVLRQ·   The types of story featured in the winners are typical of the 
publishing houses concerned;; the CER texts are originals, the OBW is a re-­write and 
WKH0*5LVDFODVVLF7KHMXGJHV·YHUGLFWVVHHPWRXQGHUOLQHWKHFRQFHUQHYLGHQWLQ
my interviews, especially of CER and OBW, to present a story that is gripping and 
also well-­written. Illustrations also play their part. 
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The 2010 awards went to CER, to two publishers I have not examined in this study, 
Mary Glasgow and ILTS & Hueber Verlag, and to an Oxford University Press non-­
fiction publication, an account of the Titanic, by Tim Vicary.  This last was for 
HOHPHQWDU\UHDGHUVDQGWKHMXGJHVVDLG¶(YHQZRUNLQJDWVXFKDQHOHPHQWDU\OHYHO
the author manages to convey facts in a reliable and interesting way, and it is clearly 
well-­UHVHDUFKHG·7KLVVHHPVWREHHYLGHQFHFRQWUDU\WR'DYLG+LOO·VRSLQLRQ that it 
is possible to write non-­fiction GRs with some success.  The CER winner was, as in 
the previous year, for advanced/ upper intermediate readers. It was The best of 
times? E\$ODQ0DOH\DERRNDERXWDWURXEOHG0DOD\VLDQWHHQDJHUDQGWKHMXGJHV·
coPPHQWZDV¶,QDGGLWLRQWREHLQJDQLQWHUHVWLQJVWRU\PDQ\UHDGHUV
complimented the life lessons that come out in the book in a way that was natural 
DQGDXWKHQWLF·,QWHUHVWVHHPHGWREHWKHFRPPRQIDFWRULQSOXVWKH
ingredients of pace and incentive for readers to read on. The criteria do not appear to 
include any support material which goes with the books, which are simply judged 
upon their presentation and literary merits.  The judges, at any rate, are apparently 
LQWHUHVWHGLQWKHOHDUQHUV·HQMRyment of the books as stories or narratives, rather than 
whether they will provide any stepping stone to academic accountability. In 
5RVHQEODWW·VWHUPVWKH\DUHSULPDULO\H[SHFWLQJDHVWKHWLFUHDGLQJVRIWKHERRNV 
5.5. CONCLUSION 
In this chapter, I have attempted to answer Research Question 1 from the point of 
view of the writers, publishers and academics.  The four publishers described here, 
all agree on the need for a good story.  How this is defined is another matter, and to 
a certain extent this criterion must depend on the taste and personality of the editors, 
which probably reflects the aims and ideals of the publishing houses they work for.  
There are different perceptions of how a text for non-­native speakers must be either 
adapted or conceived in order that it will form comprehensible input for the learner. 
3XEOLVKHUVDQGMXGJHVDOODSSHDUWRDJUHHWKDWWH[WVVKRXOGEH¶ZHOO-­ZULWWHQ·DQGWKLV
may assume a literary bent to their production.  There are different concepts of the 
need for, and delivery of support.  Publishers vary in the apparent expectation of 
reader stance;; publishers who expect learners to write answers to comprehension 
questions and discuss issues arising from the texts clearly expect a more efferent 
 110 
 
stance than those who simply expect the learners to read. All four publishers are 
producing beautiful, glossy books which win competitions and have market appeal: 
they must have this, or they would not sell. Judges of the ERF awards concur that a 
good story, well-­written for the level, is the ideal.  Learners are offered a wide choice 
of books, and, given this selection, they can choose to read from a stance anywhere 
along the aesthetic/ efferent continuum.  However, it seems that no publishers 
systematically and regularly survey their reading public for data on their 
preferences;; crucially, it is not the learners who buy the books. 
 
If, however, despite the wealth of available reading material, it is true that learners 
are not reading, then possibly David Hill is correct, when he says that the kind of 
GRs currently produced only appeal to a minority, who would prefer Mills and 
Boon to the more literary fare they are offered currently. Or could it be that the 
actual purchasers of the materials, the teachers and librarians, through an 
expectation of an efferent stance on the part of their students, are not teaching and 
encouraging the learners to utilise the GRs in the best possible ways, and therefore 
not maximising the resources available?  
I will examine this possibility in the next chapter. 
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6. THE LEARNERS AND THE SURVEYS 
 
6.1. INTRODUCTION 
In this chapter and in Chapter 7, in order to answer Research Question 1 from the 
perspective of the learners, I describe the survey that was performed on a cohort of 
learners three times over a period of 20 months. This survey was intended to provide 
data on their changing reading perceptions, from the time of their arrival as new 
students in New Zealand, to the end of their second academic year in a New 
Zealand tertiary institution. I give a general description of the survey instrument, 
which consisted of a series of 18 questions to be answered on a Likert scale, and four 
open questions, designed to allow the learners an opportunity to make comments on 
reading in their own words, and I explain how the survey was organised and 
administered.   
 
In line with the many-­IDFHWHG¶FU\VWDOOLVDWLRQ·DSSURDFKWRUHVHDUFKUHFRPPHQGHG
by Richardson (2000, p. 934), I used two methods of analysis of the results for both 
the Likert questions and the comments, to illustrate the patterns of reading response 
displayed by the respondents over the twenty months of the study and their 
attitudes towards reading itself,  as situated along a continuum from the emotional 
to the FRJQLWLYH7KLVDQDO\VLVZLOOODWHUEHXVHGWRGHVFULEHOHDUQHUV·UHVSRQVHVWR
UHDGLQJZLWKUHIHUHQFHWR5RVHQEODWW·V7UDQVDFWLRQDO7KHRU\RI5HDGLQJ5HVSRQVH 
 
6.2. LEARNERS IN THE STUDY 
6.2.1 Selection of learners 
The decision to study a group of learners at a particular tertiary institution in New 
Zealand was made because they were intending to stay for three  or four years, 
which meant they were suitable candidates for a longitudinal study. I was teaching 
at the institution at the time, which facilitated the process of data gathering. The 
institution is not large, and the cohort of new students which arrived in April 2007 
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consisted of seventy one students. They were all invited to take part in a study of 
their reading habits, starting with a survey (Appendix 3a) which would be repeated 
three times over the next twenty months, to investigate changes in their attitudes to 
reading.  As is explained in Chapter Three, all of them read the explanation of the 
study (Appendix 6b) and agreed to take part, and each one signed a consent form 
(Appendix 6c) allowing me to use the results of the survey and their library records 
in my research. Explanations and consent forms were given both in English and the 
OHDUQHUV·QDWLYHODQJXDJHV 
6.2.2 Who were the learners and what were their aims? 
Of the 71 learners, 64 were from Japan, six were from Thailand and the remaining 
one was from New Caledonia. They were all aged around 18 years, and had all 
completed high school education in their own countries, in their respective native 
languages.  7KHLUDLPLQ1HZ=HDODQGZDVWRREWDLQHLWKHUD%DFKHORU·VGHJUHHRUD
Diploma, in International Studies.  
 
6.3. THE CONTEXT OF THE STUDY 
6.3.1 The institution  
The institution was a private tertiary college whose ethos was to offer the maximum 
educational and pastoral support to international students studying for 
qualifications in English.  All classes were conducted through the medium of English, 
with a great deal of language support for non-­native speakers;; class sizes often at 
twelve to fifteen students were very small in comparison with those in many other 
tertiary institutions, and the teaching style across the institution was highly 
interactive, which, for many new arrivals was far removed from teaching styles in 
their home countries.  
6.3.2 The academic context 
TKHLQVWLWXWLRQRIIHUHGD%DFKHORU·V'HJUHHLQ,QWHUQDWLRQDO6WXGLHVIRUZKLFKWKH
entry requirement was a TOEIC score of 730, and a Diploma of International Studies, 
for which the entry requirement was a score of 450. Many students from overseas 
had not reached the desired level for either programme by the time of their arrival, 
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and therefore had to start their studies in the Foundation programme, where they 
might spend a maximum of a year improving their English.  The TOEIC test was 
therefore perceived as an important gatekeeper for students and institution alike.  
6.3.2.1 The Foundation Programme 
This programme ran for a year, over three terms, from April to July, August to 
December, and January to March, and consisted of thirty eight teaching weeks in 
total, witKWKHSXUSRVHRIUDLVLQJWKHOHDUQHUV·VWDQGDUGRI(QJOLVKWRWKHHQWU\OHYHOV
of the Degree and Diploma programmes.  There were usually 24 hours in a teaching 
week, and in Terms One and Two, 2007, the classes were more or less divided 
equally between speaking and listening, and reading and writing.  However, in 
Term Three, only half this time was devoted to the four skills, and the other twelve 
hours were dedicated to TOEIC preparation classes.  This meant a redistribution of 
class content, which resulted in ER being dropped. 
6.3.2.2 The Degree and Diploma Programmes 
After attaining the requisite entry score, learners went on to study on either the 
Degree or the Diploma programmes. Classes on these were taught in English but 
learners were now studying a variety of disciplines, such as business studies, 
environmental studies and international relations, and time spent studying the 
English language per se was limited to two papers a year, consisting of fifty class 
hours per paper in Degree, and sixty in Diploma. This was about a quarter of the 
time that learners had devoted to English in Foundation. Thus the third reading 
VXUYH\ZDVFRQGXFWHGDIWHUVSHQGLQJD\HDUVWXG\LQJ¶FRQWHQW·SDSHUVUDWKHUWKDQ
the English papers learners had being doing when they completed the first two 
surveys. 
 
6.4. THE SURVEYS 
6.4.1 Description of the survey instrument (Appendix 3a) 
The survey consisted of eighteen questions adapted from the ERAS, the Elementary 
Reading Attitude Survey designed by McKenna and Kear (1990), for use in US 
primary schools.  The rationale for using this design is described in the Methodology 
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chapter.  Each of the eighteen questions required a response on a Likert scale, in this 
case operationalised by using four pictures of owls, ranging from a very happy, 
dancing owl on the left side, to a miserable owl on the right. As nearly all the 
respondents were Japanese, the questionnaire was written in both English and 
Japanese;; during all completions of the survey, Thai and French speakers had Thai 
and French native speakers available to translate if necessary.  Respondents were 
asked to mark the owl which most closely related to their feelings about each 
question. 
 
The Likert questions were followed by four open questions designed to find out 
specifically which aspects of books influenced leaUQHUV·UHDGLQJFKRLFHVPRVWIRU
H[DPSOHTXHVWLRQDVNHG¶:KHQ\RXHQMR\UHDGLQJDERRNZKDWPDNHV\RXHQMR\
LW"·$VEHIRUHWKHTXHVWLRQVZHUHWUDQVODWHGLQWR-DSDQHVHDQGLQWHUSUHWHGIRURWKHU
nationalities. Respondents were encouraged to answer the open questions in their 
own languages, and their comments were translated. 
6.4.2 Administration times 
The surveys were administered three times in all, first when the cohort arrived at the 
institution in April 2007, then in March 2008 at the end of the first academic year, 
DQGILQDOO\LQ1RYHPEHUDWWKHHQGRIWKHOHDUQHUV·VHFRQGDFDGHPLF\HDU7KH
reason for the different end times of the academic year was that learners on the 
Foundation Programme were expected to stay at the institution for the January to 
March term, the southern hemisphere summer. 
6.4.3 Administration method 
For reasons of practicality, the surveys were always administered in English classes, 
on the same day and as far as possible, at the same time.   Before each survey was 
conducted teachers were instructed in the explanation of the survey;; they had to 
highlight the fact that the owl on the left was the happy one, and stress that the 
FRPPHQWVFRXOGEHPDGHLQWKHOHDUQHUV·RZQODQJXDJHV7KHVXUYH\VZHUHFROOHFWHG
and returned to me, and the non-­English comments were translated by me (if they 
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were in French) or by members of the institution staff, if they were in Japanese or 
Thai. 
6.4.4 The numbers taking the survey 
 
SURVEY Date Number of respondents 
1 April 2007 71 
2 March 2008 49 
3 November 2008 39 
Table 6.1  Survey Details 
 
As can be seen from Table 1, there was a high rate of attrition in the numbers of 
respondents.  The 49 in Survey Two had all done Survey One, as had the 39 in 
Survey Three, but not all the ones who did Survey Three did Survey Two, and not 
all the ones who did Survey Two did Survey Three.  The result was that overall, only 
25 respondents ended up having done all three surveys.  Seven of these were from 
my set of ten case studies.  The drop-­off rate was disappointing, but difficult to 
control, as the surveys were completed voluntarily in class, and students who did 
not attend class when the surveys were conducted did not take part in them.  
However, the goal was not statistically significant results, but rather an indication of 
trends. 
 
6.5. THE DATA THAT WERE GATHERED AND THE METHODS OF 
ANALYSIS USED 
,QP\FKRLFHRILQVWUXPHQWVWRVXUYH\OHDUQHUV·SHUFHSWLRQVE\XVLQJERWK/LNHUW
scales and open questions, I adhere to the multi-­PHWKRG¶FU\VWDOOLVDWLRQ·PHWKRG
UHFRPPHQGHGE\5LFKDUGVRQZKRVD\VLW¶FRPELQHVV\PPHWU\DQGVXEVWDQFHZLWK
an infinite variety of shapes, substances, transmutations, multidimensionalities, and 
DQJOHVRIDSSURDFK·(Richardson, 2000, p. 934).  I also use a number of methods to 
analyse the surveys. The Likert answers are analysed first by averaging out the raw 
scores and comparing the averages in each survey, and secondly by noting the 
changes of direction (positive to negative, negative to positive, or no change) in the 
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attitudes of each respondent over the three surveys.  The comments expressed in 
answer to the open questions are analysed broadly according to whether they 
display an affective, emotional response or a more cognitive response.  They are also 
categorised according to how they were coded by key words in the responses.  
6.5.1 The Likert answer analyses: N= 25 respondents who did all three 
surveys 
The Likert answers were first analysed according to the average scores over the three 
surveys, to acquire an overall picture of the cohort, and then according to how much 
the positive attitudes of the individuals had increased or decreased during this time.  
6.5.1.1 Results in average raw scores by sections A, B and C of the 
Questionnaire where N = 25 (learners who responded to all three 
surveys) 
 
6HFWLRQ$5HDGLQJLQWKH5HVSRQGHQWV·RZQODQJXDJH 
 
4XHVWLRQ+RZGR\RXIHHODERXW« Survey1 Survey 
2 
Survey 3 
1. Reading books for fun in your free time? 2.7 2.9 3 
2. Getting a book as a present? 2.5 2.7 2.5 
3. Reading cartoons in your free time? 3 2.7 3.1 
4. Reading stories online in your free time? 2.2 2.7 2.9 
5. Reading instead of going out with friends? 2 2.2 2.2 
6. Buying books written in your language? 2.7 2.8 3.1 
TOTAL 15.1 16 16.8 
Table 6.2 5HDGLQJLQ5HVSRQGHQWV·RZQODQJXDJHVDYHUDJHUHVSRQVHVRXW 
of four 
N= 25 
 
In Section A, there was an upward trend over the three surveys in all the questions 
UHODWLQJWRUHDGLQJLQRQH·VRZQODQJXDJHDSDUWIURP4XHVWLRQ7ZRJHWWLQJDERRN
as a present. This went up in Survey Two and returned to the original score in 
Survey Three. Question One, reading for fun in free time, scored three out of four in 
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Survey three, just behind Questions Three and Six, reading cartoons and buying 
books. Reading instead of going out with friends scored the lowest in all three 
surveys. Reading online went up from 2.2 in Survey One to 2.9 in Survey Three.  
 
Section B: Reading in English 
 
4XHVWLRQ+RZGR\RXIHHODERXW« Survey1 Survey 
2 
Survey 3 
7. Reading books written in English in your 
free time? 
3.1 3.3 3.1 
8. Getting a book written in English as a 
present? 
2.7 2.9 3 
9. Spending free time reading English 
language cartoons? 
2.9 2.8 2.9 
10. Reading stories written in English online 
in your free time? 
2.3 2.8 2.7 
11. Reading books written in English instead 
of going out with friends? 
2.1 2.2 2.2 
12. Listening to English books being read on 
cassettes while reading the book at the same 
time? 
3 3.1 3.1 
TOTAL 16.1 17.2 17.0 
 Table 6.3  Reading in English: average responses out of Four      
 N= 25 
 
The questions in Section B relating to reading in English, mirrored those in Section A, 
apart from Question Twelve, which, in the final study, replaced the original question 
about buying books as the pilot study had suggested that none of the respondents 
thought that they were likely to buy books in English.  
Respondents indicated that they were slightly keener to read a book in their free 
time in English than in their own language (Questions One and Seven), and this 
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attitude was fairly constant throughout the study period. The attitude towards 
receiving a book in English as a present grew a little more positive, as did reading 
online, which was the biggest change,  but that towards reading cartoons remained 
about the same. Reading in English instead of going out with friends was not 
popular, and achieved approximately the same scores as when going out was 
FRPSDUHGZLWKUHDGLQJLQRQH·VRZQODQJXDJH/LVWHQLQJWRDVWRU\ZKLOHUHDGLQJLW
in English, was reasonably constant: it showed a reasonably positive attitude and 
went up slightly in Surveys Two and Three. The totals were very slightly higher 
RYHUDOOIRUUHDGLQJLQ(QJOLVKWKDQIRUUHDGLQJLQRQH·VRZQODQJXDJH 
 
Section C: Reading in College 
 
4XHVWLRQ+RZGR\RXIHHODERXW« Survey1 Survey 
2 
Survey 3 
13. When the teacher asks you questions 
about what you read? 
2.8 2.8 2.5 
14. Silent reading in class? 2.4 2.4 2.3 
15. Reading text books? 2.6 2.6 2.7 
16. Learning from a book? 3.2 3.3 3.4 
17. The stories you read in reading class? 2.7 2.8 2.6 
18. Silent reading of non-­fiction in class? 2.9 2.5 2.7 
TOTAL 16.6 16.4 16.2 
Table 6.4  Reading in College: average responses out of Four 
N= 25 
7KHTXHVWLRQVLQ6HFWLRQ&ZHUHEDVHGRQ0F.HQQDDQG.HDU·V(1990) survey 
questions about reading in school and were designed to investigate how learners felt 
about the kind of reading they would normally be doing in, or for, class. The 
question which scored most highly over the entire survey was Question Sixteen, 
which asked how respondents felt about learning from a book. The responses to this 
question became more positive, as did the responses towards Question Fifteen, 
which asked how respondents felt about reading text books.  But responses to the 
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other questions became less positive. The overall total was in between reading in the 
mother tongue, which was lowest, and reading in English, which was highest. But 
there was not a great deal of difference in the average overall scores in each section, 
which are displayed in Figure 6.1.  
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Figure 6.1  Average Scores out of 18 in all 3 surveys: N = 25 
 
6.5.1.2 Results in average raw scores by sections A, B and C of the Questionnaire 
where N = 39 (learners who responded only to Surveys 1 and 3) as shown in 
Figure 6.2. 
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Figure 6.2  Average Scores out of 18 in Surveys 1 and 3: N = 39 
 
 
These scores show similar trends to the averages where N = 25, except in the case of 
Survey 2 Reading in English (Survey 2 does not appear where N = 39), which is 
KLJKHUWKDQUHDGLQJLQRQH·VRZQODQJXDJHDQGKLJKHUWKDQUHDding in college.  
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As can be seen, the analysis of raw scores by averages, both where N= 25 and N= 39,  
produced a fairly flat profile, ranging from between about fifteen and just under 
eighteen out of 24, but an analysis of the same scores looking at the increases and 
decreases in the scores of individuals revealed a rather different picture. 
6.5.2 Increases and decreases in the scores of individuals shown in the 
answers to the Likert questions 
For Analysis 2, I took the overall scores of each respondent who did all three surveys 
for each section (A, B and C) of the survey. These were figures out of 18.  I compared 
HDFKUHVSRQGHQW·VWRWDOIRUHDFKVHFWLRQDQGQRWHGWKHFKDQJHVLIDQ\EHWZHHQ
surveys 1, 2 and 3 where N = 25.  I did the same for the 39 respondents who did 
Surveys 1 and 3, where N = 39. The respective results appear below in Tables 6.3  
and 6.4. 
6.5.2.1 Increases and decreases in positive attitudes by section  
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Figure 6.3 &KDQJHVLQOHDUQHUV·DWWLWXGHVVKRZQDVSHUFHQWDJHVRIQXPEHU 
of respondents where N = 25 
Twenty five respondents who did all three surveys: 
Over the twenty months of the study, where N = 25,  approximately sixty percent of 
the learners became more positive about reading in their own language, twenty 
percent became less positive and around 16% did not change at all. Reading in 
English still produced more learners who became more positive (around fifty per 
cent), but the gap between them and those who became less positive (around forty 
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per cent) was smaller;; 8 per cent did not change.  But there were still more learners 
reporting an increase in their positive attitude towards reading, than those reporting 
a decrease.  However, the college reading section of the results, by contrast, 
indicated a larger number of respondents whose positive attitude declined, than the 
number whose positive attitude increased.  Only about twenty five per cent of the 
respondents reported an increase in their positive attitudes, while fifty per cent 
became less positive and another twenty five per cent did not change at all.  
  
Thirty nine respondents who did Surveys 1 and 3: 
                       
                      CHANGES in ATTITUDES over 20 months N=39
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Figure 6.4 &KDQJHVLQOHDUQHUV·DWWLWXGHVVKRZQDVSHUFHQWDJHVRIQXPEHU 
of respondents where N = 39 
 
The profile of the respondents who did only Surveys 1 and 3 reflects similar trends 
to that of the respondents who did all three surveys;; they both indicate that more 
UHVSRQGHQWV·DWWLWXGHVWRZDUGVUHDGLQJLQWKHLURZQODQJXDJHDQGLQ(QJOLVK
became positive, than negative, but that the positive attitude to reading in college 
declined considerably over the study period.  In order to shed some more light onto 
the reasons for these changes in attitudes, I will now look at the comments the 
respondents made in reply to the open questions after doing the Likert survey. 
6.6. COMMENT ANALYSES 
The Open Questions 
19. When you choose a particular book, what makes you choose it? 
20. When you enjoy reading a book, what do you enjoy about it? 
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:KHQ\RXGRQ·WHQMR\UHDGLQJDERRNZKDWGRQ·W\RXHQMR\DERXWLW" 
22. Please write anything else that makes you WANT to read a book. 
 
The answers to these questions were from the responses when N=25.  They could be 
ZULWWHQHLWKHULQ(QJOLVKRULQWKHUHVSRQGHQWV·RZQODQJXDJHVLQZKLFKFDVHWKH\
were translated. Particularly if the responses were in English, they tended to be short.  
Question 22 was meant to give the respondents an opportunity to say anything they 
felt they had missed when answering the other questions. But in fact they tended to 
reiterate what they had already said in Questions Nineteen and Twenty, or to omit 
answering it altogether, so I finally extracted the comments from Question Twenty 
Two and added them to Questions Nineteen or Twenty, as appropriate.   
 
 Like the Likert questions ( 1-­18), the questions that elicited comments from the 
respondents (19-­ 22) were designed to look at the commonalities and differences in 
UHVSRQGHQWV·UHDGLQJDWWLWXGHV%XWZKLOHWKH/LNHUWDQVZHUVSDLQWDJHQHUDOSLFWXUH
of reading attitudes, the open questions aim to probe the factors that affect the 
attitudes of the individual respondents towards reading. The other difference 
between the Likert questions and the open questions was that the latter could not be 
categorised numerically, so to extract any trends from them, the data had to be 
coded.  In line with the qualitative nature of my inquiry, and with Lincoln and 
*XED·V(2000a, p. 168) constructivist/ participatory research paradigm described in 
Chapter Three,  I used an inductive approach to the coding recommended by Miles 
and Huberman (1994, p. 58), who suggest that WKHGDWDLVQRW¶SUH-­FRGHG·EXWLQVWHDG
classified post-­FROOHFWLRQZKHQWKHUHVHDUFKHULVDEOHWRVHH¶KRZLW>WKHGDWD@
IXQFWLRQVRUQHVWVLQLWVFRQWH[W·DQG¶KRZPDQ\YDULHWLHVRILWWKHUHDUH·7ZR
analyses of the data emerged from this approach, the first of which was achieved by 
sorting according to key words. This classification indicated that the key words 
could be categorised into three broader groups according to whether they were 
emotional, critical or cognitive. These groups reflected the position of the comments 
DORQJ5RVHQEODWW·V(1986) aesthetic/ efferent continuum described in Chapter Three, 
and they form the basis of Analysis 2.  
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6.6.1 Analysis 1 
The first analysis was done by noting the key words, usually nouns and adjectives, 
which appeared in the answers to Questions Nineteen, Twenty  and Twenty One, 
and ranking them according to their frequency in the answers to each question.  The 
categories are named according to the key words written by the respondents. These 
results are set out in Tables Nine, Ten and Eleven, and the concepts are expressed as 
percentages of the total number of key words mentioned in answer to each question. 
 
Question 19: When you choose a particular book, what makes you choose it? 
 REASONS for choosing READING MATTER, expressed as percentage of concepts mentioned 
Survey appearance recommend popular author interest ease TV/film atmosphere connection 
1 26% 10% 8% 7% 20% 7% 2% 3% 17% 
2 33% 7% 2% 8% 21% 7% 3% 7% 12% 
3 29% 8% 0% 0% 29% 6% 2% 0% 26% 
Table 6.5  Reasons for choosing Reading Matter, expressed as a percentage of 
concepts mentioned 
 
Appearance, interest and the personal connection the respondents felt with the book 
were the most important reasons given for choosing a book, in all three surveys. 
Other considerations which had seemed important to the publishers, such as the 
movie tie-­in, did not seem to figure in patterns of choice.  Appearance was 
consistently important across all the surveys, but interest and particularly personal 
connection had increased in importance by the time Survey Three was completed. 
 
Question 20: When you enjoy reading a book, what do you enjoy about it? 
 REASONS for enjoying READING expressed as percentage of times the concept was mentioned 
Survey Suits 
me 
Well 
written 
Required 
for info 
Possible 
to learn 
new 
things 
Easy Good 
for 
learning 
English 
Fun 
(funny) 
suspense Identify 
with 
characters 
Identify 
with 
setting 
Vicarious 
experience 
Lost 
in 
book 
1 31% 5% 1% 15% 12% 1% 3% 4% 6% 10% 5% 6% 
2 25% 4% 7% 26% 4% 4% 11% 6% 1% 3% 3% 6% 
3 42% 3% 3% 17% 6% 3% 3% 3% 8% 8% 0% 6% 
Table 6.6  Reasons for enjoying reading, expressed as percentage of times the 
concept was mentioned 
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Personal suitability, defined by Nuttall (1996, p. 170) as what interests, and 
preferably enthrals and delights the reader, was by far the most important factor 
identified in Surveys One and Three, followed by the possibility of learning new 
things.  In Survey Two learning new things was just more important than personal 
suitability, but these two factors were mentioned very much more frequently than 
any others.  The fact that a text was easy was perceived as less important in Surveys 
Two and Three than in Survey One. A small number of respondents articulated the 
notion of being lost in a book as a reason for reading one, and several wanted to 
identify with characters and/ or settings.  The idea that reading was good for 
learning English did not seem, for most respondents, to be a significant reason for 
reading for enjoyment.  
 
4XHVWLRQ:KHQ\RXGRQ·WHQMR\UHDGLQJDERRNZKDWGRQ·Wyou enjoy about it? 
 REASONS for NOT reading expressed as a percentage of times concepts were mentioned 
Survey Difficult Boring 'RHVQ·WVXLW Long Pressure to 
read 
Bad writer No 
identification 
with 
character 
1 25% 24% 32% 5% 2% 9% 3% 
2 36% 44% 14% 2% 0% 2% 2% 
3 34% 41% 21% 0% 0% 0% 4% 
Table 6.7  Reasons for NOT reading expressed as a percentage of times  
 concepts were mentioned 
 
7KHFKLHIUHDVRQIRUQRWUHDGLQJLQ6XUYH\ZDV¶GRHVQ·WVXLW·ZKLFKHFKRHV¶VXLWV
PH·LQ7DEOHDVDUHDVRQZKLFKHQGRUVHGUHDGLQJDKHDGRIERWK¶GLIILFXOW·DQG
¶ERULQJ·%XWLQ6XUYH\¶ERULQJ·ZDVWKHPRVWLPSRUWDQWUHDVRQFLWHGDW
IROORZHGE\¶GLIILFXOW·ZKLOH¶GRHVQ·WVXLW·RQO\DFFRXQWHGIRUZKLOHLQ6XUYH\
¶ERULQJ·DJDLQWRSSHGWKHOLVWIROORZHGE\¶GLIILFXOW·DQGWKHQ¶GRHVQ·WVXLW· 
 
6.6.1. Analysis 2 
I divided the key words elicited in Analysis 1 into three categories, organised 
according to how the respondent had arrived at them.  These categories were 
¶HPRWLRQ-­OHG·(027¶FRJQLWLRQ-­OHG·&2*DQG¶FULWLFDOO\-­OHG·&5,75HVSRQVHV
in the EMOT category had to describe some feeling, such as interest, liking, disliking, 
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being influenced by someone, or governed by some feeling, such as the feeling of 
being lost in a book, or even by being one of the main characters in the story.  
Responses in the COG category had to signal that the respondent was describing 
something measurable in the text, such as the level of difficulty, or that the purpose 
was to abstract something from the text, such as facts necessary to pass an exam, or 
to amplify  knowledge.  The CRIT category, which contained very few items, 
indicated that the respondent was actually analysing his/her reasons for reading the 
WH[WVE\VD\LQJIRUH[DPSOH¶,HQMR\HGWKLVWH[Wbecause the writing ZDVJRRG·,Q
order to illustrate the coding method, an example of the analysis of one set of 
responses is given in Table 12 below. E is the abbreviated form of EMOT, and C is 
the abbreviated form of  COG.  There were no critical responses in this set. 
 
Survey  Name Qu 19 Qu 20 Qu 21 EMOT CRIT COG 
1 Alice Level of 
English, C, 
lots of 
pictures E 
Interesting 
story 
E 
Too long, 
difficult 
C, C 
2 0 3 
2  Content 
Illustrations 
C, E 
Wanting 
to know 
more of 
the story 
E 
Too 
difficult 
C 
2 0 2 
3  Story, 
recommended 
E,E 
Pictures 
E 
Difficult 
C 
3 0 1 
Table 6.8  ALICE: Analysis of responses to Survey Questions  
 
The responses were analysed as above for each of the twenty five respondents who 
did all 3 surveys, and are shown in tables 13, 14 and 15 below. 
 
 
 
 
 
 
 
 126 
 
Question 19: When you choose a particular book, what makes you choose it? 
Qu 19: Reasons for Choosing a Book
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Figure 6.5 Choices of book for emotional, critical or cognitive reasons, by 
number of responses made 
 
All of the responses fitted into the emotional or cognitive categories;; there were no 
critical responses in answer to Question Nineteen. There were more cognitive replies, 
particularly in the first survey. However, as time went on, the initial choice of book 
appeared to be governed increasingly by emotional factors, such as interest, and less 
by cognitive factors, which included level, and need to find out facts. 
 
Question Twenty: When you enjoy reading a book, what do you enjoy about it? 
Reasons for Enjoying a Book
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Figure 6.6  Reasons for enjoying a book for emotional, critical or cognitive 
reasons, by number of responses made 
 
In answer to Question Twenty, the emotionally-­led responses exceeded the 
cognitively-­led ones, but this time the proportion of cognitive responses increased in 
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Survey 2 and dropped again a little in Survey Three, and the proportion of 
emotional responses decreased slightly. There were a few critical responses, 
especially in Survey 3. 
 
4XHVWLRQ:KHQ\RXGRQ·WHQMR\UHDGLQJDERRNZKDWGRQ·W\RXHQMR\DERXWLW" 
Reasons for NOT Enjoying a Book
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Figure 6.7  Reasons for not enjoying a book for emotional, critical or cognitive 
reasons, by number of responses made 
 
In response to Question Twenty One, again the responses tended towards the 
emotional, although less so than for Question Twenty. The more cognitive responses 
often cited difficulty and level as factors which prevented enjoyment. 
 
6.6.2 Summary of the responses to the open questions 
Analysis 1, which was done by extracting and ranking key words, showed that in the 
first instance, when choosing a book learners were looking at the appearance of the 
book, especially in the first survey.  Later, interest and personal connection became 
important too.  Enjoyment of a book was attributed to personal suitability, or 
personal interest, and to the opportunities books provide for learning new things. 
How easy the book was, whether it had a film or TV tie-­in, or whether it was helpful 
in learning English, were not cited  by many respondents as important.  Not 
HQMR\LQJDERRNZDVSXWGRZQRYHUZKHOPLQJO\WR¶ERUHGRP·ZLWKGLIILFXOW\VHFRQG
In Analysis 2, which classified  the responses according to whether they were 
emotional, critical or cognitive, it seemed that the initial choice of a book was likely 
to be cognitive, but enjoyment, or not enjoying, a book was more likely to be the 
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result of emotional factors. However, it has to be admitted that Question Nineteen, 
which asked what made respondents choose a book, might elicit more cognitive 
responses than Questions Twenty and Twenty One, which asked about enjoyment.  
6.7. DISCUSSION 
The numbers of respondents for the surveys were too small to show any statistically 
significant results, so the results simply indicated trends that can be seen from the 
raw scores converted to percentages of the numbers of respondents.  Percentages 
make it possible to compare the results where N = 25 with those where N = 39.  
6.7.1 Discussion of Surveys analysed according to averages 
Analysing the survey results by looking at the averages, produced, as might have 
EHHQH[SHFWHGUDWKHUIODWSURILOHV7KHWUHQGDSSHDUHGWREHIRUUHDGLQJLQRQH·VRZQ
language to become more popular as the time spent away from home lengthened, 
DQGWKLVH[WHQGHGWRWKHKDELWRIEX\LQJERRNVLQRQH·VRZQODQJXDJe.  After the first 
year on the Foundation programme there seems to be a slightly more positive 
attitude towards reading in English (Question Eleven) than in the native tongue 
(Question Five), and even reading in English instead of going out with friends 
(Question ElevenDSSHDUVWREHPRUHSRSXODUWKDQUHDGLQJLQRQH·VRZQODQJXDJH
when everyone else is going out with friends (Question Five). Overall, lack of change 
in each section is the main feature of this analysis, and this can be seen in the bar 
graphs in Tables 5 and 6. Reading in the native language got a more positive score as 
time went on, reading in English was most popular after the Foundation year, and 
declined a little after that, while reading in college gradually went down over the 
period of the study.  In fact, the reading attitudes of the respondents did not seem to 
have been greatly affected by studying in an English immersion situation for two 
academic years, with the possible exception of online reading.   However, an 
analysis of the same results looking for changes in the attitudes of individual 
learners shows a somewhat different picture.  
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6.7.2 Analysis of the changes in attitudes 
Looking at the variations in the scores of individual respondents instead of 
averaging them out shows more marked changes over the period of the study. An 
XSZDUGWUHQGLQDSRVLWLYHDWWLWXGHWRZDUGVUHDGLQJLQRQH·VRZQODQJXDJHLVFOHDU
as is a slightly less pronounced trend to reading in English. But the analysis of the 
differences shows most clearly the decline in positive attitude to reading in college. 
7KHLQFUHDVHLQSRSXODULW\RIUHDGLQJLQRQH·VRZQODQJXDJHDIWHUWZHQW\PRQWKV
away from home can perhaps be partly explained in terms of respondents missing 
their own languages and cultures. The respondents who were less positive about 
reading in their own languages may either have simply developed a greater 
antipathy towards reading in general, or they were making an instrumental decision 
to read less in their mother tongues and more in English, in order to succeed better 
in their studies.   This may, too, have been the reason for the improvement in 
attitude to reading in English, but this does not explain why around half the 
respondents ended up being less positive about reading in the classroom.  The 
library records (Appendix 3f) show that in the second academic year, most of the 
borrowings were academic texts or non-­fiction readings probably related to 
UHVSRQGHQWV·FRQWHQWSDSHUV 
6.7.3 Discussion of key concepts in comments 
The initial choice of a book was largely governed by appearance, with interest 
coming second.  Appearance was the most important factor across all three surveys, 
but interest grew more important over the period of the study, as did the importance 
of a personal connection with the text.  Popularity and particular authors seemed to 
be more highly rated in Survey One than later on.  But two factors which did not 
seem to be very important to the respondents, surprisingly, were whether the text 
had a film or TV tie-­in, and whether it was perceived to be easy or difficult.  The film 
tie-­in was a surprise because there are many book-­of-­the-­film GRs, and given the 
global influence of Hollywood, one would imagine that the existence of a popular 
movie might increase the popularity of the book.  The fact that respondents were not 
remarkably interested in the level of the books they were choosing was also puzzling, 
although their perceptions of what made them enjoy a book did show that they 
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attached more importance to level of difficulty when actually reading, than when 
initially selecting their reading material.   
 
%XWUHDVRQVIRUHQMR\LQJDERRNLQ6XUYH\2QHZHUHILUVWDQGIRUHPRVW¶LWVXLWVPH·
followed by the possibility of learning new things. In Survey Two the possibility of 
learning new things actually topped the list, perhaps because the respondents had 
just completed their Foundation year, and were about to embark on programmes 
ZKHUHOHDUQLQJFRQWHQWDQG¶QHZWKLQJV·ZRXOGEHWKHLUSULPDU\JRDOV+RZHYHU
¶VXLWVPH·ZDVWRSRIWKHOLVWDJDLQE\1RYHmber 2008 when Survey Three was 
conducted. Ease of reading was important in the first survey, although its 
importance declined in Surveys Two and Three, which could indicate that 
respondents were getting more proficient at choosing the correct level for their 
targeted reading, so did not perceive level as a factor to be considered.  But difficulty 
was a powerful reason for not enjoying a book, although it was not the primary one;; 
boredom was given as the top reason for this, particularly in Survey Three. At the 
time respondents completed Survey Three, they had just finished an academic year 
of content papers for which they had had to read factual material at a level which 
was often far above their own language levels, so there was no doubt that most of 
their reading was difficult. The fact that many reported it as boring suggests that 
they were evaluating its emotional effect on them;; perhaps they were trying to read 
LWIURP5RVHQEODWW·VDHVWKHWLFVWDQFHZKHQWKLVVWDQFHJLYHQWKHSXUSRVHRIUHDGLQJ
and the language level, might have been inappropriate.   In fact, what respondents 
considered to be boring, and what this has to do with difficulty may be hard to 
disentangle.  Boredom and difficulty clearly display a symbiotic relationship, as if a 
book is too difficult it may be perceived to be boring however much the respondent 
is interested in the subject matter.  It seems obvious that difficulty would be 
DVVRFLDWHGZLWKQHJDWLYHRU¶GRHVQ·WVXLW·IHHOLQJVZKLOHWKHDEVHQFHRIGLIILFXOW\
ease of reading, might not be counted as a positive because it would be less 
perceptible.   
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The second analysis was made after noting that the key responses in the first 
analysis appeared to fall into one of three categories, emotional, critical or cognitive. 
The categories did not appear to be clearly defined, but rather indicating relative 
positions along a continuum from emotional to cognitive.  This continuum seemed 
WREHLQWXQHZLWK5RVHQEODWW·VDHVWKHWLFHIIHUHQWFRQWLQXXPRIUHDGLQJUHVSRQVH
where the extreme aesthetic position represents a response to reading which is 
entirely about the experience of reading, and the extreme cognitive position 
represents one where the only purpose for reading is to extract information.  
 
In the second analysis, according to whether the responses were emotionally, 
FULWLFDOO\RUFRJQLWLYHO\GULYHQLWVHHPVWKDWWKHUHVSRQGHQWV·UHDVRQVIRUUHDGLQJ
were emotionally driven rather than cognitively, although the initial choice was 
likely to be a cognitive one.  The answers to Question Nineteen showed more 
emotional choices in Survey Three than Survey One, and this may demonstrate a 
JURZLQJFRQILGHQFHLQUHVSRQGHQWV·DELOLW\WRFKRRVHERRNVWKDWVXLWDQGLQWHUHVW
them. Reasons for enjoying a book (Question 20) were given as emotion-­led ones 
twice as often as cognitive ones, and remained fairly constant. Reasons for not 
reading (Question 21) also remained fairly constant, but there were more cognitive 
reasons given for not enjoying reading;; this may be due to the difficulty factor being 
used as a measure here.  The lack of change in the answers to Questions 20 and 21, 
the flatness in the profile of the average scores provided as answers to the Likert 
questions, and the comparatively small gains in apparent enthusiasm for reading in 
the native tongue and in English, may suggest that reading habits are essentially 
formed by the time learners begin tertiary education and exposure to reading 
programmes does not tend to alter their habits.  
 
However, overall, the general trend towards the emotional end of the continuum 
during the process of reading may indicate the importance of intrinsic over extrinsic 
motivation.  The connection between motivation and self-­image observed by 
Ushioda could be the reason for negative feelings towards reading often being 
linked with perceived difficulty, whether overtly or subconsciously (Ushioda, 2002). 
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A FRPPHQWPDGHLQDQVZHUWR4XHVWLRQ¶,KDWHWRUHDGVRLWWDNHVPHDORQJWLPH
WRUHDG·PD\HTXDOO\ZHOOPHDQ¶,WWDNHVPHDORQJWLPHWRUHDG>LHLW·VKDUGWRUHDG@
VR,KDWHWRUHDG·7KLVVXSSRUWVWKHQRWLRQWKDWWKHZURQJFRJQLWLYHOHYHOPD\Kave 
a devastating effect on the emotional response and thence the motivation.  
 
More generally, if the majority of reasons for reading or not are emotionally driven, 
LWFRXOGEHDUJXHGWKDWWKHUHVSRQGHQWVDUHH[SHFWLQJWRUHDGWH[WVIURPDQ¶DHVWKHWLF
staQFH·LQ5RVHQEODWW·VWHUPLQRORJ\(1986). By the rationales they give for their 
choicesUHVSRQGHQWVGHPRQVWUDWH¶DQDWWLWXGHRIUHDGLQHVVWRIRFXVDWWHQWLRQRQ
what is being lived through in relation to the text during WKHUHDGLQJHYHQW·UDWKHU
WKDQZKDWLV¶UHWDLQHGafter WKHHYHQW·>P\LWDOLFV@:KHQWKH\SLFNRXWWKHDVSHFWVRI
the text WKDWWKH\ZLVKWRSD\SDUWLFXODUDWWHQWLRQWRWKHLU¶VHOHFWLYHDWWHQWLRQZLOO
IRFXVSUHGRPLQDQWO\RQWKH«PDWUL[RISHUVRQDORYHUWRQHVNLQDHVWKHWLFVWDWHV
LQWHOOHFWXDORUHPRWLRQDODVVRFLDWLRQV·(Rosenblatt, 1986, p. 124).  It will not focus on 
noting these things in order to utilise them afterwards.  Those whose requirements 
for enjR\LQJDERRNLQFOXGH¶IHHOLQJP\VHOIVXEPHUJHGLQWKHZRUOGRIWKHERRN·
ZKLOH¶IRUJHWWLQJHYHQWLPH·>WUDQVODWHGTXRWHVIURPUHVSRQGHQWV·FRPPHQWV@DUH
signalling their desire to live through particular emotional states while reading.  
They would like WRH[SHULHQFH9LFWRU1HOO·V(1988a, p. 225) description of pleasure, or 
OXGLFUHDGLQJDVD¶VHPL-­WUDQFHOLNHVWDWHVLPLODUWRWKDWLQGXFHGE\GUXJVRUDOFRKRO·
If such an experience were readily available to learners when they read in English, it 
seems that reading would indeed be a very popular pastime. But the evidence of the 
surveys and the library records at the college where the study took place bear out the 
DQHFGRWDOHYLGHQFHWKDWOHDUQHUVGRQRWUHDGQHDUO\DVPXFKDV1DWLRQDQG:DQJ·V
(1999) study suggest that they should. So it is clear that most L2 readers do not 
GHULYH1HOO·VDOWHUHGVWDWHRIFRQVFLRXVQHVVIURPUHDGLQJLQ(QJOLVKRULQGHHGRIWHQ
from reading in their own languages, and perhaps then, their expectations are not 
being met.  
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To examine this possibility further, in the next chapter I will look at five case studies 
who volunteered to allow me to study their reading habits and attitudes over their 
first two academic years at college, a period of twenty months. 
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7. CASE STUDIES 
7.1. OVERVIEW 
The surveys described in Chapter 6 suggest that there was little change in the 
OHDUQHUV·DYHUDJHDWWLWXGHWRUHDGLQJRYHUWKHLUILUVWPRQWKVRIVWXG\LQ1HZ
Zealand, but their attitudes to reading in their own languages and in English 
improved more than their attitudes to academic reading.  Most of them were 
relatively indifferent;; neither over-­enthusiastic about reading, nor totally against it. 
/HDUQHUV·FRPPHQWVZKHQH[DPLQHGIRUWKHLUSRVLWLRQRQDQHPRWLRQDOFRJQLWLYH
continuum, however, suggested that, overall, they claimed to read more for 
HPRWLRQDOUHDVRQVWKDQIRUFRJQLWLYHRQHV,Q5RVHQEODWW·V(1986) terms, they 
appeared to be trying to position themselves towards the aesthetic end of the 
reading response continuum.  In answer to Question Twenty¶:KHQ\RXHQMR\
UHDGLQJZKDWGR\RXHQMR\DERXWLW"·WKHOHDUQHUVVHHPHGWRwant  or expect to feel 
LQWHUHVWHGDQGHQJDJHG¶VXEPHUJHGLQWKHZRUOGRIWKHERRN· but if this was actually 
happening, surely they would have displayed a more positive attitude towards it?  
Given their low key responses, it seemed that they might be positioning themselves 
inappropriately on the aesthetic/efferent continuum;; they were possibly attempting 
to read difficult texts for pleasure, and being disappointed, were doomed to failure, 
because of their inability to select reading matter appropriate to their stance, or their 
inability to alter their stance to suit their reading matter.   
 
The case studies described here are intended to deepen and extend the impressions 
gained from the surveys, providing more detailed answers to Research Question 1.  
The transcripts of my interviews with them appear in Appendices 4a-­4e.  In this 
chapter, I first give a rationale for using case studies as a means of understanding the 
reading habits of L2 learners, for the methods of analysis, and for the selection of the 
particular case studies used here.   I then describe these case studies, and how they 
felt about reading in English, in the light of the possibility that their perceptions of 
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UHDGLQJZHUHLQSDUWJRYHUQHGE\KRZWKH\SRVLWLRQHGWKHPVHOYHVRQ5RVHQEODWW·V
(1986) aesthetic/ efferent continuum of reading response.  
 
7.2 RATIONALE FOR CASE STUDIES 
Stake (2000, p. 443)LQKLVMXVWLILFDWLRQIRUFDVHVWXGLHVVD\V¶3HRSOHILQGLQFDVH
reports certain insights into the human condition, even while being well aware of the 
DW\SLFDOLW\RIWKHFDVH·7KXVLQRUGHUWRVWXG\ZKDWPDNHVDKXPDQEHLQJXQLTXHDV
opposed to what makes her like every other person, a case study might be more 
appropriate than a survey.  Yin (1994, p. 9) suggests that a case study is appropriate 
¶ZKHQD´KRZµRU´ZK\µTXHVWLRQLVEHLQJDVNHGDEout a contemporary set of events 
RYHUZKLFKWKHLQYHVWLJDWRUKDVOLWWOHRUQRFRQWURO·&HUWDLQO\LILQGLYLGXDORSLQLRQV
of reading matter are to be investigated, as they are in my study, it is not possible to 
have a clear, preconceived notion of the resXOWVDQGWKLVLQDELOLW\IXOILOV<LQ·V
FULWHULRQ,WLVWKHLQVLJKWVLQWRWKHLQGLYLGXDOGLIIHUHQFHVLQ/OHDUQHUV·DSSURDFKHV
to reading that I address here, in the hope that they might shed some light on the 
reading approaches of a more general population.  Each learner will have a unique 
approach to reading, but there may be common factors shared by all.  Case studies 
offer the possibility of investigating both commonalities and differences.  
7.2.1 Rationale for type of case study 
In my study, the particular rationale for using case studies indicates the type of case 
studies they are.  The focus is on the unique points highlighted in each one 
regarding what they read, how they read and how much they enjoy it.  Researchers 
have categorised case studies in numerous ways, and Stake (2000, p. 439) divides 
them primarily into intrinsic, instrumental and collective types. Intrinsic ones are 
those where the case is the focus, and therefore the aim is to find out what it 
important about it within its own context and world.  Stake points out that this 
world is seldom the same as the world of researchers and theorists;; if the study 
focuses on issues selected by the researcher, it can no longer be called intrinsic, but 
instrumental. Where more than one case study is examined, because there is 
¶LPSRUWDQWFRRUGLQDWLRQEHWZHHQWKHP·  (R. E. Stake, 1995, p. 4), they may be called 
¶FROOHFWLYH·+RZHYHUKLVFODVVLILFDWLRQVDUHQRWWKHRQO\RQHV0F'RQRXJKDQG
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McDonough (1997, pp. 206-­207) cite Yin (1994, p. 3) as classifying cases according to 
WKHRXWFRPHRIWKHVWXG\E\ZKHWKHULWLV¶H[SORUDWRU\GHVFULSWLYHRUH[SODQDWRU\·
They also note that case studies may be written for different purposes, and at 
different analytical levels, and therefore will result in different products.  
 
In my study, the focus is on the perception of reading held by the learners, and on 
the issue of their reading as constructed by the other stakeholders in the world of 
learner literature. The descriptions of the case studies aims to highlight the interplay 
between the motivations each one displays towards reading different texts, and the 
academic and social world in which they exist.  So according to Stake, it might be 
termed a collective, instrumental study with some intrinsic elements.  Because it 
¶JLYHVFHQWUDOFRQVLGHUDWLRQWRWKHXQGHUVWDQGLQJRIVLWXDWLRQ-­VSHFLILFPHDQLQJV«
IURPWKHSRLQW>V@RIYLHZRIWKHDFWRUV«·(Ellis & Barkhuizen, 2005, p. 255), it can be 
seen to be in tune with the constructive participatory paradigm described in the 
methodology in Chapter Three.  
 
7.3 RATIONALE FOR THE ORGANISATION OF DATA GATHERING AND 
ANALYSIS 
7.3.1 General scheme 
Seliger and Shohamy (1989, p. 205)FRPPHQWLQJRQUHVHDUFKHUV·IRFXVLQTXDOLWDWLYH
UHVHDUFKVD\¶7\SLFDORIDOOTXDOLWDWLYHDQDO\VHVLVWKDWDWGLIIHUHQWVWDJHVRIWKH
DQDO\VLVWKHUHVHDUFKHUV««ORRNfor commonalities, regularities or patterns across 
WKHYDULRXVGDWDWH[WV·0LOHVDQG+XEHUPDQ(1994, p. 58) note that data can be 
analysed either deductively, starting with a theory or hypothesis and seeing how 
closely the data fits it, or inductively, starting with the data and allowing a pattern to 
emerge, which may indicate a hypothesis as to what generates the pattern.  Theories 
regarding the factors that affect reading habits, and especially what might make 
learners enjoy reading, outside of the work of Day and Bamford, do not abound in 
the literature, so my approach to case study data gathering and analysis has been 
what Seliger and Shohamy, and Miles and Huberman, would describe as inductive, 
teasing out categories and commonalities in the data from which tendencies emerge, 
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rather than initially imposing preconceived notions.  To create as full a picture of the 
world of the learner/ reader as possible, I did not want to discard any facet that 
emerged from the surveys and particularly from the interviews. 
The inductive nature of my study is in tune with the definition of grounded theory 
methods, which Charmaz (2000, p. 509) describes as using systematic inductive 
guidelines to build theoretical frameworks that explain the data.  Charmaz also 
DFNQRZOHGJHVWKHUROHRIWKHSDUWLFLSDQWREVHUYHUZKHQVKHVD\V¶7KURXJKVKDULQJ
the worlds of our subjects, we come to conjure an image of their constructions and of 
RXURZQ·(Charmaz, 2000, p. 529).  I was aware that as a teacher and an avid reader I 
was not a neutral element in the interviews I held with the case studies, and 
although I tried to appear non-­judgmental, and played down my teacher status in 
the classroom, I have to admit that my involvement may have been one reason for 
the fact that the case study group completed more surveys than any other group in 
the cohort. 
7.3.2 Rationale for the analysis 
Because the interviews I conducted with the case studies were semi-­structured and 
sometimes unstructured, and because I wanted to make them as informal as possible, 
it was impossible for me as an interviewer not to take into account in current 
interviews what had happened and what had been said in previous interviews.  In 
other words, an informal analysis process was ongoing throughout the data 
JDWKHULQJLQOLQHZLWK0HUULDP·VHYDOXDWLYH paradigm, cited in McDonough and 
McDonough (1997, p. 206) although  I did not attempt to analyse the data from the 
interviews immediately after each interview, but  waited until the end of the twenty 
month study period to formalise the results, in order to acquire a clear overview.    
 
The data coding for the interYLHZWUDQVFULSWVZDVLQIRUPHGE\%DUNKXL]HQ·VDQDO\VLV
RIOHDUQHUV·SHUFHSWLRQVRI(6/OHDUQLQJLQD6RXWK$IULFDQKLJKVFKRROGHVFULEHGLQ
Ellis and Barkhuizen (2005, pp. 261-­265). It was also informed by Miles and 
+XEHUPDQ·V(1994, p. 56) VXFFLQFWDGYLFHRQFRGLQJ¶FRGLQJLVDQDO\VLV·H[SODLQLQJ
WKDWFRGHVDUH¶WDJVRUODEHOVIRUDVVLJQLQJXQLWVRIPHDQLQJWRWKHGHVFULSWLYHRI
LQIHUHQWLDOLQIRUPDWLRQFRPSLOHGGXULQJDVWXG\·7KH\VXJJHVWFRGLQJEHHIIHFWHGE\
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DVVLJQLQJD¶ODUJHVXPPDULVLQJQRWDWLRQWRD¶FKXQN··ZKLFK,XQGHUVWDQGWREHD
unit of analysis. These can be further sub-­divided according to interpretation as in 
%DUNKXL]HQ·VVWXG\+LVUDZPDWHULDOZDVFRPSRVLWLRQVZULWWHQE\WKHOHDUQHUVEXW
the focus, as in my study, is RQSHUFHSWLRQVDQGKHDSSHDUVWRKDYHWDNHQD¶ERWWRP-­
XS·LQGXFWLYHDSSURDFKWRWKHDQDO\VLVVLPLODUWRWKHRQHLQP\VWXG\%DUNKXL]HQ
initially coded his material according to the types of classroom activity the students 
were responding to;; for example, oral presentations, drama in the classroom, reading 
DORXG7KHQH[WOHYHORIFRGLQJH[SODLQHGLQ%DUNKXL]HQ·VHDUOLHUUHSRUWRIWKHVWXG\
was according to how much the respondents enjoyed the activity, how much they 
felt they learned English from it, and how useful it would be to them when they had 
finished school. Although my study focuses on attitudes towards reading rather 
than classroom activities, his coding method is a useful model as both studies are 
GHDOLQJLQOHDUQHUV·DWWLWXGHVUDWKHUWKDQ learner levels and achievements.  
 
In my study I have used short sentences or phrases, as did Barkhuizen, as my unit of 
analysis. Each unit represents an aspect or theme in reading, sometimes with an 
opinion or attitude as a sub-­category.  To show how I approached the analysis I give 
DQH[DPSOHRIWKHDQDO\VLVRIVRPH¶FKXQNV·RIGDWDWDNHQIURPDQLQWHUYLHZ
transcription.   
 
Steve: Dr Jekyll and Mr Hyde.  The writer is Robert Louis Stevenson.  I read his poetry (CH-­
32(7,·PMXVWEHJLQQLQJWKLVERRN,GRQ·WNQRZLIWKHUHLVDPRYLH&+-­MOVIE). I like 
his poetry: (CH-­POET). I like the rhymes (CRIT-­/,.,OLNHLWLQ)UHQFKEXWLQ(QJOLVKLW·V
GLIIHUHQW««,17(57(;7WKHZRUGVDUHQLFH&5,7-­LIK).  
+HUH,KDYHFDWHJRULVHGFKXQNVRI6WHYH·VFRPPHQWVXVLng broad categorisation 
sometimes sub-­divided.  CH indicates choice, a reason for choosing a text, and the 
first example of a sub-­categorisation, POET, gives a reason for his choice.  The movie 
remark suggested that if there was a movie, it might influence 6WHYH·VFKRLFHKHQFH
the categorisation CH-­MOVIE.  Where he gives a reason for liking poetry, I have 
labelled his response as CRIT, as it showed critical judgement, as does his later 
statement that he liked the words in English as compared to the words in French.  
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INTERTEXT indicates an example of intertextuality: I used this lable to indicate that 
the response had been modified by comparison with another text, which would 
suggest a level of critical appreciation.  
 
Patterns in the codes 
After re-­reading the transcriptions and coding them three times, to check for 
consistency, I began to see patterns in the codes, and it became easier to ascribe the 
initial codings to more abstract categories (Miles & Huberman, 1994, p. 58). These 
abstract categories could be dispersed along a continuum which stretched from the 
emotional (EMOT) to the cognitive (COG), with an analytical appreciation of the 
emotional response (CRIT) being somewhere in between, as can be seen in TABLE 
7.1, which shows the  interview reading responses in Term One 2007 according to 
EMOT, CRIT or COG categories.  The response types reflect those that appeared in 
the results of the reading surveys. As with the reading surveys, these results provide 
indications of trends, rather than statistically significant figures. 
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Figure 7.1 Interview reading responses in Term One 2007 according to  
EMOT, CRIT or COG categories. 
 
7.4 THE CASE STUDIES 
The cohort of 71 students in my study, described in Chapter Three, were divided 
into seven groups according to language level. I approached Group Three, because 
JD, the teacher, was interested in extensive reading and was prepared to 
administrate, with my help, the extensive reading programme that I was proposing 
during Term One 2007.  All eleven members of the class were invited to be case 
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studies, and, understanding that this would mean extra conversation on a one to one 
basis with a native speaker of English, each individual expressed a willingness to 
help me. One of the case studies left the college after the first year.  I continued to 
interview the remaining ten, but as the aim of this study was primarily to focus on a 
few subjects in depth, rather than doing a general study of a large population, 
having gathered the data, I decided to use the data from the five learners who had 
contributed most to the interviews, because they had read the most, and had made 
the most comments on what they had read.  The consent forms they had signed 
when they did the first survey covered the research process that was involved.  The 
table below introduces the case studies, ranked according to the number of books 
they each read in the first term. The names they appear under are not their real 
names.  
NAME Age Nationality Books read in 
Term One 
Suzie 18 Japanese 11 
Sally 18 Japanese 9 
Alice  18 Japanese 8 
Steve 18 New 
Caledonian 
6 
Tommy 18 Japanese 5 
Table 7.1 Case Studies showing age, nationality and the number of books each 
one read in Term One 
7.4.1 The case study accounts 
Yin and others agree that an overriding principle in data collection for case studies 
(and qualitative studies in general) is the use of multiple sources of evidence (Yin, 
1994, p. 78), (Richardson, 2000, p. 934), (Denzin & Lincoln, 2000, p. 5). In my study, 
the data from the case studies have been collected in part from the surveys, 
comments and library records described in Chapter Six, and in part from the 
interviews with the case studies.  These interviews were conducted generally during 
the class time otherwise dedicated to silent reading or autonomous learning, relying 
on the cooperation of teachers. As explained in the methodology, I tried to make the 
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interviews as unstructured as possible, although especially at first, it was hard to 
DYRLGDVNLQJTXHVWLRQVEHFDXVHWKHUHVSRQGHQWV·UHODWLYHO\ORZOHYHORIODQJXDJH
made it difficult for them to initiate conversation.  Interviews were recorded, 
transcribed and coded.  My account of each case study includes the data from their  
surveys and library records, plus an account of the interviews with each one.  I look 
at their similarities and differences in the discussion which follows. 
7.4.2 Suzie 
 
SUZIE Reading 
in own 
language/ 
24 
Reading 
in 
English/24 
Reading 
in 
College/24 
TOTAL/72 
Survey 1 15 19 17 51 
Survey 2 16 20 17 53 
Survey 3 22 23 24 69 
Table 7.2 SUZIE: Survey Results showing Likert Scale totals 
 
SUZIE Initial 
choice 
Reasons 
for 
enjoying 
Reasons for 
NOT enjoying 
EMOT CRIT COG 
1 Contents 
EMOT 
I can 
concentrate 
on the book 
forgetting 
even time 
EMOT 
,GRQ·WUHDOO\
understand the 
story COG 
2  1 
2 How many 
pages has it 
got? COG 
Does the 
content 
look good? 
Interesting 
contain 
EMOT 
Not good at 
reading COG 
Contain is not 
interesting EMOT 
3  2 
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EMOT 
3 Genre 
EMOT 
Content is 
enjoyable 
EMOT 
Difficult COG 2  1 
Table 7.3 SUZIE: Comments from Surveys categorised as emotionally, 
critically or cognitively driven 
 
SUZIE Fiction Non-­fiction Total read 
self reported 
Total 
borrowed 
Term One 13 5 11 18 
Term Two 6 4 7 10 
Term Three 0 0 0 0 
Term Four 1 1 1 2 
Term Five 0 1 0 1 
Table 7.4 SUZIE: Library borrowing records 
 
Suzie was the winner of the Reading Marathon held in Term One, as she had read a 
total of eleven library books in English during the course of the fourteen week first 
term (TABLE 7.4).  Her attitude towards reading shown in TABLE 7.2 remained 
positive throughout the twenty months of the study and indeed her final score of 69 
was one of the highest in the cohort, but her library borrowings after the first two 
terms were negligible. 
 
In the first two terms Suzie read exclusively at levels one and two. She began with a 
library Level One story, classified by the publishers (Edward Arnold Publishers, 
London) as elementary, called Just Like Trisha. This, she explained in her own words, 
ZDV¶DERXWDORYHWULDQJOH·6KHFODLPHGWKDWORYHVWRULHVZHUHKHUIDYRXULWHEXWVKH
always liked to learn something from what she was reading and usually the 
¶VRPHWKLQJ·ZDVDPRUDOOHVVRn.  Apparently Just Like Trisha taught Suzie that looks 
are not everything, and when she presented this story to the class as an assessed 
presentation required by JD, this was the aspect of it that she chose to foreground. 
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The following part of her presentation and dialogue with the class is transcribed 
below. 
 
Suzie started with a question to the boys. 
 
Who would you choose as a girlfriend? Beautiful but unkind, or rather plain but kind? 
 
Predictably, the answer was both. 
 
She explained the story well;; she had a good grasp of the plot. She finished with a 
question to the girls: 
 
:KDWZRXOG\RXGRLI\RXIHOOLQORYHZLWK\RXUIULHQG·VER\IULHQG" 
 
The girls replied unanimously: Stop! and Suzie agreed. 
 
This particular story certainly engaged Suzie, and through her, the whole group, on 
an emotional, critical/judgmental and cognitive level, although according to the 
library records no one else actually borrowed it. But even though relationships and 
HPRWLRQVZHUHDVSHFWVRI6X]LH·VUHDGLQJWKDWVKHFKRVHWRIRUHground in her 
conversations with me, within these areas she concentrated upon the facts in the 
stories and the opportunities to learn from them.  That the number of cognitive 
responses in her interviews outweighed her emotional responses in Term One can be 
seen in Table 7.5.  
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Figure 7.2 SUZIE: Interview Reading Responses  
 
Suzie was interested in learning on several levels: she enjoyed reading Audrey 
+HSEXUQ·VELRJUDSK\EHFDXVHVKHDGPLUHGWKHWHQDFLW\RI$XGUH\·VFKDUDFWHUEXW
she also recited a number RIIDFWVVKHKDGOHDUQWIURPWKHERRNDERXWWKHDFWUHVV·V
charity work.  Her emotional responses were usually linked to a critical judgement 
RIWKHFKDUDFWHU·VDFWLRQVYLDDFRPSDULVRQZLWKZKDWVKHZRXOGKDYHGRQHLQWKHLU
place.  
 
She chose to read A Christmas Carol because: 
 
I saw the cover. He is smiling and the others are smiling.. so he is making them happy, 
and I like happy stories. 
 
Which may have been an initial misrepresentation of the story. However, she also 
wanted to read it because of another learning opportunity: 
 
When I was a child tv programmes and books showed stories about long time ago and 
I liked them. I could learn about the past. 
 
She deliberately chose stories that she thought would ¶PDNHPHKDSS\· so previous 
knowledge of the book was helpful.  She selected Heidi (stage 1) because she had 
seen a Japanese cartoon of it, and was able to read the GR in two hours.  A lesson 
was learned. Suzie said:  
 
 145 
 
I thought before reading Heidi that it is difficult to change human character, but after 
reading it humans can change emotions. 
 
Later, she read a book called Earthquake which, for some reason, she had imagined 
would be a comedy.  She found it was not, and although she persevered and 
finished it, she did not altogether enjoy it: 
 
because I know how scary an earthquake can be. 
 
She began to read some non-­fiction at the end of Term One and selected a book 
about Australia, and one about America because I have never been to America and I want 
to know everything about it. 
 
In Term Two Suzie was still ahead of most of her peers in the quantity of reading 
that she did, but her total of books read was down to seven. She had less to say 
about her choices, and her responses were more evenly distributed between the 
emotional, critical and cognitive. She was still inclined to detail every event in a 
story, but just as likely to tell a personal anecdote which connected her to it.  For 
instance, she read a book called )RUWXQH·V)RRO, about a gipsy fortune teller, and 
initially she was very dismissive about anyone who claimed to be able to foretell the 
future: 
 
$FWXDOO\FU\VWDOEDOOGRQ·WWHDFKDQ\WKLQJ 
 
However, she then paused and remarked: 
 
When I was eight, I was in hospital and there was a little girl next to my bed and her mother 
could tell Tarot cards6KHWROGPHDQGP\PRWKHUDERXWP\IDPLO\«0\PRWKHUDOZD\V
says that what that mother said was true. 
 
%XW\RXGRQ·WEHOLHYHLW" 
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Yes, I believe. I had forgotten that. 
 
So the engagement with the text was achieved on two levels;; the cognitive level 
initially foregrounded, where Suzie was adamant that fortune telling was nonsense, 
and the emotional one, further back in the memory, linked to her mother telling her 
that it was actually true.  
 
,Q7HUP7KUHH6X]LH·VOLEUDU\UHFRUGVGRQRWVKRZDQ\ERUURZLQJs, and I did not 
manage to interview her in that period. When she entered the diploma programme 
in April 2008, she explained to me that her reading pattern had changed;; she was 
reading magazines and internet pages.  She was very clear about her reading 
methods: 
 
:KHQ,FDPHWR1HZ=HDODQG,MXVWVWDUWUHDGLQJ>(QJOLVK@DQGLI,IRXQGZRUGV,GLGQ·W
NQRZ,DOZD\VVHDUFKHGLQP\GLFWLRQDU\EXWQRZ,GRQ·WGRWKDWEHFDXVHZKHQ,WDNHD
72(,&WHVW,FDQ·WVHDUFKVR«<HV5HFHQWO\,GRQ·WUHDGPXFKILFWLRQ. graded readers .. 
but when I go shopping I read magazines and also I read yahoo news online.  
 
In English?  
 
Yes. 
 
What interests you about the news? 
 
Actually I like reading about entertainment. I also read about entertainers and I read like 
everything about in Japan .. government. 
 
6X]LH·VDWWLWXGHWRZDUGVUHDGLQJZDVDOZD\VSRVLWLYHDQGKHU6XUYH\7KUHHVFRUH
out of 72, which she shared with Alice, another Case Study, is the highest achieved 
by anyone in the cohort.  Her interviews show that she certainly enjoyed reading 
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and responded readily to the books that she read, but that her responses tended to 
be more focused on information than emotion and she often stated her desire to 
¶OHDUQVRPHWKLQJ·+HUUHDGLQJVXUYH\UHVSRQVHVFODLPWKDWVKHZDVVOightly more 
enthusiastic about reading in English than in her native Japanese, which implies that 
she had made a conscious decision to read English when she came to New Zealand, 
probably to improve her language proficiency.  This is borne out by her later 
decision not to use the dictionary because she wanted to practise for the TOEIC test.  
Her avowed reasons for reading, from her comments made in answer to the survey 
Question 20 (when you enjoy reading a book, what do you enjoy about it?), change 
from: I can get lost in the book, forgetting even time in Survey One, to interesting contain 
in Survey Two and the content is enjoyable, in Survey Three.  Probably her Survey One 
comment derives from her experience of reading in her native language, as it was 
conducted just after her arrival in New Zealand.  Later, her expectations for reading 
in English become more realistic;; in Surveys Two and Three she is not expecting to 
become lost in the book, as she might if she were reading Japanese, but although she 
is still expecting to enjoy reading, she is not expecting the experience to be totally 
¶HQWKUDOOLQJ· 
 
6X]LH·VFKRLFHRIUHDGLQJGHPRQVWUDWHVZKDW1HOO(1988a, p. 51) describes as the 
¶QHZVKXQJHU·KHFODLPVWKDWDOOKXPDQEHLQJVIHHO+HZULWHV¶7KHZD\ZHORVH
ourselves in a newspaper (especially when a big story runs;; the assassination of a 
president or a great pollution threat) cannot be distinguished from the way we lose 
RXUVHOYHVLQDQRYHO·:KHQ6X]LHPDGHWKHVZLWFKIURPUHDGLQJ*5VPDLQO\ILFWLRQ
in her first two terms, to magazines and Yahoo news in her third and subsequent 
terms, she was not really altering her choice of content;; she was still reading about 
relationships and events, appeasing her hunger for news and fulfilling her desire to 
¶OHDUQVRPHWKLQJ·%XWKHUH[SHFWDWLRQVRIWKHH[SHULHQFHRIUHDGLQJZHUHPRUH
practical and instrumental after twenty months in New Zealand;; she no longer 
H[SHFWHGWREH¶ORVWLQWKHERRN·DQG¶VSHOOERXQGE\WKHZLWFKHU\RIDVWRU\·(Nell, 
1988a, p. 47)VKHZRXOGVHWWOHIRU¶LQWHUHVWLQJ FRQWHQW·,Q5RVHQEODWW·V(1986) terms, 
she was positioning herself towards the efferent end of the aesthetic/ efferent 
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continuum of reading response;; she was reading more for what she could extract 
from the texts and less for the experience of reading.  
 
6X]LH·VDWWLWXGHWRUHDGLQJDQGKHUFKRLFHRIUHDGLQJZHUHERWKYHU\SUDFWLFDO6KH
accepted that reading was a way to improve her English, and by taking up a stance 
nearer the efferent end of the continuum, she avoided the disappointment of failing 
WREHFRPH¶ORVWLQDERRN·EHFDXVHVKHFRXOGQRWXQGHUVWDQGLWZHOOHQRXJK%XWKHU
stance was not completely efferent. Perhaps because she still craved the sensation of 
¶EHLQJORVWLQWKHERRN·ZKHQVKHZDVUHDGLQJ*5VVKHGHOLEHUDWHO\FKRVHERRNVDW
OHYHOVRQHDQGWZRDQGVKHFKRVHWRSLFVZKLFKZRXOG¶PDNHPHKDSS\·VRWKDWVKH
could read them easily and quickly.  The relative automaticity that an easy, 
enjoyable book provides allowed her to enjoy the reading experience as well as the 
ability to extract the facts that she wanted.   Her enthusiasm in relating a story, and 
putting herself into the shoes of her favourite characters, showed both her growing 
confidence in her interpretation of the book, and her willingness to be submerged in 
the fictional world.  In her first two terms in New Zealand, Suzie showed that as an 
enthusiastic reader in her own language, she had been able to transfer her skills to 
reading in English, allowing her to position herself at the most advantageous place, 
from her point of view, of the reading response continuum.  The curriculum 
requirements in the first two terPVGHPDQGHGUHJXODUUHDGLQJDQG6X]LH·VQDWXUDO
inclination to use reading as an instrument to further her English skills coincided 
with her desire and ability to fulfil those requirements.  
 
Like that of all the case studies, the amount of reading Suzie did after her first two 
terms dropped.  Perhaps because she was an instrumental reader, when the 
demands of the curriculum shifted away from extensive pleasure reading, Suzie 
stopped reading GRs.  The amount of her reported reading after that, consisting as it 
did of magazines and news online, is impossible to quantify, but it must have 
differed from the GR reading in one important detail;; it was not graded and 
WKHUHIRUHPXVWKDYHFRQWDLQHGDIDLUSURSRUWLRQRIZRUGVWKDWDOHDUQHUDW6X]LH·V
level would not have known. Nation, in a report on trials to find out what 
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vocabulary size is needed for unassisted comprehension of written and spoken 
English, uses the RANGE (Nation & Heatley, 1996) programme on various 
newspaper corpora to show the proportion of unknown words there would be in 
newspaper articles for readers of English at various proficiency levels. Between 81% 
and 84% of the words in these corpora are within the first 2000 word list, depending 
upon the corpus used (Nation, 2006, pp. 71-­72). Nation does not analyse an internet 
news corpus, but if the range and frequency of the headwords are approximately 
equivalent to those of the newspaper corpora included in his study, readers would 
need a vocabulary of between 8000 and 9000 words to read the internet news 
fluently.  At the time of my study, Suzie was classed as an intermediate learner, and 
her vocabulary size would have been estimated to be less than 2000 headwords.  
According to Nation, her understanding of most newspaper texts would have been 
just over 80%, which would barely have led to comprehension, let alone fluent 
reading. 
 
So after her first two terms, although she had proved herself to be a competent and 
enthusiastic reader who might have been expected to proceed quickly through the 
next levels of the library GRs, Suzie stopped reading extensively. She did not read 
any more GRs.  The only GR she read after her second term was a class reader;; this 
was Billy Elliott, a Level Three text. Any other reading that she did in English must 
have been from an efferent stance as it would have been too difficult to read purely 
for enjoyment. It must have been hard work, and there is no evidence that there was 
very much of it. 
7.4.3 Sally 
Sally Reading in 
own 
language 
Reading in 
English 
Reading in 
college 
TOTAL 
Survey 1 12 21 19 52 
Survey 2 19 22 16 57 
Survey 3 16 18 13 47 
Table 7.5 SALLY: Survey Results showing Likert Scale totals 
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SALLY Initial choice Reasons 
for 
enjoying 
Reasons 
for NOT 
enjoying 
EMOT CRIT COG 
Survey 1 Pictures,EMOT 
popularity EMOT 
Interest 
EMOT 
Not 
interesting 
EMOT 
4   
Survey 2 Contents, EMOT 
recommendations,EMOT 
illustrations,EMOT 
current hot reads EMOT 
Wanting 
to know 
more of 
the story 
EMOT 
Finding 
myself 
ignorant 
of new 
words 
COG 
5 1  
Survey 3 Cover EMOT content 
EMOT recommendation 
EMOT   
Interest 
EMOT 
No 
interest 
EMOT 
5   
Table 7.6 SALLY: Comments from Surveys categorised as emotionally, 
critically or cognitively driven 
 
SALLY Fiction Non-­fiction Total read 
self reported 
Total 
borrowed 
Term One 10 21 9 31 
Term Two 14 13 1 27 
Term Three 2 8 0 10 
Term Four 4 6 1 10 
Term Five 0 2 0 2 
Table 7.7 SALLY: Library borrowings 
 
The runner up in the Reading Marathon was Sally. She read nine books in the first 
term, and her reading attitude score for the first survey was 52, one higher than 
6X]LH·V6KHERUURZHGDUHFRUGQXPEHURILWHPVIURPWKHOLEUDU\LQ7HUP2QH
although a number of those were DVDs and text books which are not included in 
Table 7.8. She certainly borrowed more books than she claimed to have read.  The 
first book she discussed with me was The Bookshop Trick, a mystery/ thriller at Level 
One about a robber in a bookshop. Sally said she enjoyed mysteries and would 
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recommend this book to others. But the vocabulary was hard for her and getting to 
the end required a lot of time and effort. By contrast she raced through the next few 
books, entitled: Leopard, Giraffe, Elephant, Lion, Great White Shark, Tiger and Koala, and 
enthusiastically recounted the weights, diets, habits and qualities of these creatures, 
although she still did not always understand the vocabulary. She said, when talking 
about Leopard: 
 
Yes, everything animals I like. I enjoyed this book because I like animals.  Leopard is very 
clever. For examples, when they are greeting nose to nose. Leopard is a solitary animal. What 
is solitary? 
 
She was bound to have some problems with the vocabulary as these books were not 
*5VEXWIURPDVHULHVFDOOHG¶7KH1DWXUDO:RUOG·SURGXFHGLQDVVRFLDWLRQZLWKWKH
World Wildlife Fund, UK, for young native speakers of English. They were in the 
Junior Non-­Fiction section of the college library. Therefore, although the English was 
reasonably simple, and there were many illustrations, the texts Sally was reading 
were not graded for non-­native learners of English. But despite the difficulty, in 
Term One she approached these books with characteristic energy.  When she did not 
know some of the words, unlike many of her peers she was never embarrassed to 
ask, and she enjoyed adding to her store of interesting facts about animals.  Her 
knowledge of certain words, sometimes scientific terms, was surprising, given the 
level of her grammar.  
 
Tusk? 
Like your teeth, made of ivory. 
Oh! Tooth tusk? Elephant teeth? 
Yes, made of ivory. Your teeth are made of ivory. 
Colour? 
No, material. 
Ah, calcium. 
<HVLW·VJRWFDOFLXPLQLW<RXFDQPake beautiful things. 
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Sculpture? 
Yes, and jewellery. 
Ah, (looks at the book) used to make billiards. I know this billiard ball elephants threat. Piano 
NH\V,Q-DSDQXVHGIRUVLJQDWXUHVWDPSVFDOOHGKDQNRV«VWDPSVPDGHRIWXVNV,ZDV
surprised. 
 
Her way of describing the kind of book she was going to read next was simple: 
 
Picture and sentence but will be fatter.  In library look for fat book. 
 
Sally always seemed to be in pursuit of more facts.  Her motivation seemed to be to 
increase her knowledge of animals, rather than to perfect her English.  This thirst for 
facts was apparent when she had to do a presentation about Japan, and therefore 
found a book in English on the topic.  
 
7KLVERRNLVDERXW-DSDQ,GLGQ·WNQRZEXW,UHDGWKLVERRNDQG,XQGHUVWDnd many new 
WKLQJVRI-DSDQ,DP-DSDQHVHEXW,GLGQ·WNQRZ-DSDQGHHSHU 
 
What was the most surprising thing? 
 
(YHU\WKLQJ,GRQ·WOLNHKLVWRU\VRWKHZRUOGZDUDQGZRUOGZDUGHWDLOVWKLVERRNLV
written. 
 
:KDW·V\RXUIDYRXULWHSDUWRIWKHERRN" 
 
This part;; the food. I like Japanese food and I miss here so. 
 
It was touching that, although Sally appeared to have a huge appetite for facts and 
figures, it was food for the body, rather than the mind, that exercised her most of all. 
She responded to this book on a more emotional level than usual, partly because, as 
she intimated, she was missing her home, represented chiefly in the text by the 
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descriptions of food. It was also interesting that she recognised that it was in New 
Zealand that she had found out a lot about Japan. In her own words, Sally confirmed 
her love of facts, and incidentally continued with her weight-­ZDWFKHU·VPHWDSKRU 
 
I like this book. It is skinny but lot of information about Japan and many pictures.  
 
She went on to read a GR about David Beckham, chosen because she was a football 
fan.  Her comments about his life were similar, if not as complimentary, as her 
comments on the various animals she had read about.  Her attitude was more akin to 
D]RRORJLVW·VWKDQWRWKDWRIDUHDGHURIbiography. However, she did appear to 
DGPLUHRQHRI%HFNKDP·VWUDLWVLILPLWDWLRQLVDIRUPRIIODWWHU\ZKHQVKHVDLGLQ
her rather elliptical manner: 
 
His father gave him a football so he practised everyday and became a good football player so I 
will make an effort to speak English.  
 
After this brief excursion into the human zoo, Sally returned to the animal kingdom 
with a book about Australia. She said: 
 
When I was junior high school student I was in Australia for home stay.  I looked at kangaroo 
and ,KXJJHG«NRDOD9HU\FXWHJRRGPHPRU\%XWQRZZHFDQ·WKXJZLWKNRDODEHFDXVHLW
get damaged. But book is easy because I knew about Australia. 
 
Sally confirmed that the most salient features of the text were those which were 
reinforced by some personal experience. 
 
$IWHUVXFKDYHU\SURGXFWLYHVWDUWLQ7HUP2QH6DOO\·VUHDGLQJGURSSHGVKDUSO\
and she only discussed one book with me during Term Two. This was not because of 
the class she was in, as the teacher scheduled about fifteen minutes a day four days a 
week for sustained silent reading in class, so it was a surprise to see that Sally was 
reading very little.  When I asked why, she replied: 
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(U«,·PEXV\6DNXUD)HVWLYDO. (This is an annual event at the college in which 
students are expected to take part). 
 
Do you think reading is good for your English? 
 
$K«VR-­so. 
 
What helps your English most? 
 
Learning words. 
 
For her first, and as it turned out, the only book we discussed in Term Two, Sally 
selected a biography of Mother Teresa.  This was a GR in the Longman Famous 
Lives series, recommended for the lower intermediate level and rated as Level Three 
in the library, so really too hard for Sally.  She claimed that it was easy, and she had 
chosen it because she had read about Mother Teresa in Japan, but it took her a very 
long time to finish.   The only other text we discussed in Term Two was The Kobe 
Connection (Foss, 2006), a kind of soap opera in ten instalments written by an 
American teacher of English in Japan for his students. This was a little above the 
level of most of the case studies when tested in RANGE (Nation & Heatley, 1996), 
but it contained quite a large number of Japanese words, was set in Kobe, and the 
protagonists were Japanese and American high school kids, so it was popular with 
most of the students. However, Sally had much more trouble understanding it than 
any of her fellow case studies.  Her survey results show that when she arrived in 
New Zealand, she had a rather negative attitude to reading in Japanese, whereas her 
attitude to reading in English was very positive.  From this I surmised that she had 
not been in the habit of reading very much at all in Japan, either in English or 
Japanese, and therefore was not as familiar as Suzie with the conventions and 
structures of narrative writing, and fictional genres. This made it more difficult for 
her to predict what might happen in a story, for she did not have access to some of 
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WKH¶QRQ-­YLVXDO·FOXHV that help understanding when the words on the page are not 
understood, as Frank Smith explains in his book Understanding Reading (Smith, 1988, 
p. 10). As she was not able to compensate for her lack of vocabulary by 
understanding the situation, she failed to grasp the point of the story.  
 
Sally did not report reading any GRs in Term Three, nor in Term Four.  She 
explained that this was because she had a ¶ORWRISUHVHQWDWLRQVWRSUHSDUH· and the 
reading that she did was mostly handouts for her paper on Marine Biology. She said: 
 
,GRQ·WUHDGERRNVDQ\PRUHMXVWDORWRIKDQGRXWV:HKDYHWRUHDGDORWRIKDQGRXWV
because [sic] we can uQGHUVWDQGWKHFODVV· 
 
She said she also read magazines about ¶JRVVLSDQGVFDQGDO«DERXWDFWRUVDQG
+ROO\ZRRG5HFHQWO\,UHDGDERXW$QJHOLQD-ROLHDQG%UDG3LWWJDYHELUWKWRWZLQV· 
 
The only GR she read after her first term was Billy Elliott, which she had to read in 
Term Five as a class text.  This was a Penguin Reader at Level Three. As usual, Sally 
was optimistic about her ability to read: 
 
I have read Billy Elliott when I was in Foundation class so I can read easily. (She had never 
discussed it with me, but according to the library records she had indeed borrowed 
it over the Christmas holiday after Term Two).  
 
Does it help to read it twice? 
 
Yes, and [teacher] explains difficult words so I can understand easily. And I watched movie 
of Billy Elliott and liked story. 
 
This was clearly not unpopular, but in Term Five it was only done because it was 
necessary. After finishing Billy Elliott, Sally said she did not read anything, even in 
Japanese.  
 156 
 
 
6DOO\·VDGGLFWLRQWRIDFWVDQGILJXUHVPHDQWWKDWLQ5RVHQEODWW·V(1986) terms, she 
was likely to position herself at the efferent end of the aesthetic/ efferent continuum, 
and Table 7.9 shows that her responses were predominantly cognitive. 
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Figure 7.3 SALLY: Interview Reading Responses 
 
6DOO\·VUDWLRQDOHIRUUHDGLQJGXULQJKHUILUVWWHUPVHHPHGWREHLQDUDWKHUPDJSLH
fashion, to gather as many facts as she could.  She did not seem to need to synthesise 
her collection;; there was little critical analysis, and although she did make emotional 
judgements, such as her surprise at learning hitherto unknown facts about Japanese 
history, she was most interested in what she could extract from the texts she read, 
rather than how they made her feel while she was reading them.  It was clear that 
she read slowly, and perhaps the language of her own comments provides a clue to 
the way she approached reading.  Her language often appears in short, formulaic 
chunks, without much attention to grammar, and if she processes written 
information in small chunks too, it may be hard for her to comprehend the argument 
of a longer narrative. If she does this in Japanese, she will never have experienced 
WKHIHHOLQJRI¶IORZ·LQUHDGLQJWKDW0F4XLOODQDQG&RQGH(1996) describe, allowing 
pleasure reading to be effortless (Nell, 1988a, p. 75)6DOO\·VUHDGLQJH[SHULHQFHVZLOO
never have been effortless, and she will never have been completely absorbed in a 
book.  She began bravely in Term One, perhaps with high hopes that the strange 
squiggles on the pages of English books would help her with her English studies, 
and undoubtedly the reading of many non-­fiction books must have increased her 
vocabulary, which she perceived as being the best way to improve her language 
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proficiency.  But for all her protests that Mother Teresa and Billy Elliott were easy, 
each one took her a term to finish.  She did not start reading with the illusion that 
VKHZRXOGDUULYHDWWKH¶ORVWLQWKHERRN·H[SHULHQFHEHFDXVHVKHGLGQRWVHHPDZDUH
that that was an option, and she certainly expected to have to work to find out the 
facts that she craved.  But her comments from the surveys suggested an 
overwhelmingly emotional expectation from her reading, so her expectations and 
her reading experiences as revealed in her interviews do not seem to match up.  Sally 
did indeed work very hard in Term One, but in trying to read so many texts which 
were far too difficult, perhaps she simply ran out of steam.  Had she been willing to 
select her reading from a more realistic level, and had she understood the 
importance of fluency in improving reading and language proficiency, she might not 
have had such a futile struggle.  In the end, her attitude rating went down to 47.  
This was not the lowest of the cohort by any means, but it was disappointing that 
someone who had started her tertiary reading career so enthusiastically had become 
jaded after a single term. 
7.4.4 Alice 
 
ALICE Reading in 
own 
language 
Reading in 
English 
Reading in 
college 
TOTAL 
Survey One 16 17 18 51 
Survey Two 16 15 22 53 
Survey Three 24 24 21 69 
 Table 7.8 ALICE: Survey Results showing Likert Scale totals 
 
ALICE Initial Choice Reasons 
for 
enjoying 
Reasons 
for NOT 
enjoying 
EMOT CRIT COG 
Survey 
One 
Level of English 
COG 
Pictures EMOT 
Something 
I find 
interesting 
EMOT 
Too long, 
too 
difficult 
COG, 
2  3 
 158 
 
COG 
Survey 
Two 
Contents EMOT 
Illustrations 
EMOT 
Wanting 
to know 
more of 
the story 
EMOT 
Difficult 
COG 
2  1 
Survey 
Three 
Story EMOT 
Recommendations 
EMOT 
Pictures 
EMOT 
Difficult 
COG 
3  1 
Table 7.9 ALICE: Comments from Surveys categorised as emotionally, 
critically or cognitively driven 
 
ALICE Fiction Non-­fiction Total read 
self reported 
Total 
borrowed 
Term One 11 1 8 12 
Term Two 6 3 6 9 
Term Three 1 2 3 3 
Term Four  0 2 2 2 
Term Five 1 0 1 1 
Table 7.10 ALICE: Library Borrowings 
 
Alice, of all the case studies, was probably the keenest reader, though not the fastest.  
In the three survey results her reading attitude began at 51, was 53 in Survey Two 
and rose to 69 in Survey Three.  But like Suzie and Sally, Alice read almost no GRs in 
her second year.  At first in our interviews Alice did not speak much, as her English 
did not allow her to express herself easily, but later she was more relaxed when 
talking to me. She always tried to give a considered opinion of the texts, and 
appeared to enjoy situating herself in the narrative, treating the characters like real 
people, commenting on their predicaments and making moral judgements as if she 
ZHUHGLVFXVVLQJDFTXDLQWDQFHVDQGIULHQGV,QWKLVVKHZDVEHKDYLQJOLNH1HOO·V
(1988a, pp. 237-­238) experienced readers: one of his case studies explains the 
pleasure reading gives her thus: ¶,FDQOLYHWKHERRNEHSDUWRILWNQRZWKHFKDUDFWHUVDV
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ZHOORIWHQPXFKEHWWHUWKDQ,ZRXOGKDYHNQRZQWKHPLIWKH\KDGEHHQDOLYH· This seems 
to be what Alice was doing when she told me about a book called Under the Moon: 
 
,OLNH.LDK+HLVYHU\VWURQJDQGKHKDVJXWVDQG,GRQ·WOLNH*RJEHFDXVHKHGLGQ·WKHOSWKH
Earth people. He wanted to be rich.  
 
When I asked what she thought of the book she replied: 
I thought this story might happen (it was about the ozone layer being destroyed and the 
Earth burning up)    so I am afraid of this but very real and exciting.  I would recommend it 
EXWLW·VVDG 
 
When asked to predict what would come next in a narrative she was usually right, 
which suggested to me that she was familiar with narrative conventions and genres, 
but she never hazarded any opinions on style in English;; the judgements she made 
about stories were mostly moral ones. Her comments show that at the beginning of 
the study her initial book choices were based on level of English, but a year later she 
chose according to the content, and finally, in Survey Three, her choice was made on 
the basis of the story.  Like the other members of the cohort, she was reading very 
little fiction by the time she completed Survey Three. Overall, her responses appear 
to have been governed by emotions, but she was also conscious of the level of 
English. In her interview responses, especially in Term One when all her GRs were 
fiction, she showed a tendency to place herself at the aesthetic, emotional end of 
5RVHQEODWW·V(1986) continuum.  
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Figure 7.4 ALICE Interview Reading Responses 
 
As can be seen from Table 7.9LQ7HUP2QH$OLFH·VFRPPHQWVZHUHPXFKPRUH
likely to be emotion-­driven than cognitive, and cognitive comments were more 
frequent than critical ones.  Her remarks were usually related to her feelings for the 
characters;; she was less inclined than Suzie to give a blow by blow description of the 
story.  
 
,ZDVVDGDQGLQWHUHVWHGLQWKH(OHSKDQW0DQEHFDXVH,ZDVYHU\VXUSULVHG«KHZDVYHU\
ugly but he was a human and he was used as part of a circus. 
 
However, her Term Two responses were more evenly distributed between the 
emotional and the cognitive, reflecting her library borrowing record, which shows 
that she read six books of fiction and three of non-­fiction. She read Anne of Green 
Gables, and liked it, partly because of its iconic status LQ-DSDQDWHDFKHU·V
explanation for this is given in 4.4.3.4.), and partly because, she said: Anne is like me 
when I was a child;; very active.  Her reading of Amistad, which is derived from a true 
story, sparked her interest in the slave trade and African Americans. This led her to 
choose Narrow Path, another book about the slave trade, and in Term Three, a 
biography of Martin Luther King. Here was an example of a more cognitive 
approach to choice, but Alice did have an emotional response to Martin Luther King 
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became keen on biographies, and the next book she borrowed was a life of 
Shakespeare.  
 
In Term Four, despite her eagerness to read during her first year, Alice now found 
herself too busy with assignments to do any pleasure reading at all.  Her borrowing 
shows only a book on polar bears and some texts on the environment, all connected 
with her studies, and although she expressed a desire to read Harry Potter in English, 
she never managed to do this.  However, in Term Five, like Sally, she was in a class 
where part of the assessed syllabus was to read Billy Elliott.  As usual, what 
interested Alice was the characterisation. She said of Billy:  
 
+HLVLQWHUHVWHGLQEDOOHWEXWKLVIDWKHUDQGEURWKHUGRQ·WDJUHHZLWKKLP,W·VDKDUG
VLWXDWLRQ«EXWKHZDQWVKHGRHVQ·WJLYHXS 
 
 
 
Do you admire him? 
Yes. If he really ZDQWVWRGRVRPHWKLQJ«,FDQ·WGRWKLQJVVWURQJO\EHFDXVH,RIWHQWKLQN
about money and things but he tried to practice hard and I often give up my goals so I admire 
KLPEHFDXVHKHGLGQ·W 
 
Billy Elliott received nearly as many emotion-­driven comments from Alice as Under 
the Moon had done, but this time her response to the text was combined with a more 
positive self-­image as a reader. In Billy Elliott she had no trouble in understanding 
the English, whereas she had struggled at the beginning of Under the Moon. It must 
have been easier for Alice to understand Billy Elliott in any case, as it was a class 
reader and the teacher was there to explain anything that was not clear, but there is 
no doubt that after more than a year in New Zealand she was much more confident 
in her English. Another reason for her enjoyment of the book may have been that she 
ZDVPDNLQJDYHU\VWURQJFRQQHFWLRQEHWZHHQ%LOO\·VVWRU\DQGKHURZQOLIHDOEHLW
comparing herself unfavourably with him. Perhaps she was also responding 
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positively to reading again for pleasure, after all the academic texts she had been 
reading during the course of the year.  Billy Elliott was the last book I discussed with 
Alice. She finished it in December 2008, after which she was going back to Japan 
until the following April.  In the same interview she told me about her general 
reading preferences which applied both to Japanese and English. 
 
When I was young I liked fiction story like fantasy, but now I read a lot of books about 
persons like Martin Luther King and I read history books in Japanese so I could learn facts so 
I like both. 
 
She explained why she enjoyed reading: 
 
When I read books I feel relaxed and more calmed down. I like the feeling and I can 
imagination on the stories« 
 
And also: 
 
If I want to forget about everything I want to choose fiction and I focus on the story and I 
imagine many things about the story in my brain so I feel better than before. Also when I 
finish assignments and I have free time I want to read a book.. depends on .. only me .. 
depends on the season. In the spring I want to read love story or something but in the 
autumn I wanna read serious book. 
 
Are you critical about illustrations? 
 
Yes, I like careful pictures. I really likHSLFWXUHVLQFKLOGUHQ·VERRNVWKH\KDYHPDQ\SDLQWLQJV
EXWERRNVIRUDGXOWVGRQ·WKDYHPDQ\,FKRRVHPRUHUHDOLVWLFSLFWXUHV 
 
Are you critical about style? 
 
<HVLQ-DSDQHVH$QGLI,GRQ·WXQGHUVWDQGWKHZULWHU·VRSLQLRQRU,GLVDJUHH,GRQ·WHQMR\. 
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Alice arrived in New Zealand as an enthusiastic reader in her own language and this 
positive attitude was transferred to reading in English. Her enthusiasm did not only 
seem to be generated from a wish to improve her English proficiency, although it 
must have done so;; she simply read for the love of reading.  Perhaps because she 
was an experienced reader, she was aware of the importance of level in her choice of 
books, as can be seen from her choice in Term One shown in Table 7.9.  She also 
seemed to be aware of the possibility of adopting different stances for different 
reading events;; I was intrigued by her seasonal approach to reading. Incidentally, 
she told me that in this she was guided by the Japanese calendar, not the southern 
hemisphere one, which might suggest that her reading habits were already formed 
E\WKHWLPHVKHDUULYHGLQ1HZ=HDODQG6KHYHUEDOLVHG1HOO·V(Nell, 1988a, p. 75) 
notion of reading as escapism, and an altered state of consciousness when she said: If 
,ZDQWWRIRUJHWDERXWHYHU\WKLQJ,«FKRRVHILFtion. But she was also quite happy to 
change her stance and choose a non-­fiction book so I could learn facts. Her attitude to 
reading never wavered, and her Survey Three score was the joint highest in the 
cohort. But, like nearly all the other learners, Alice read very much less in her second 
year than in her first, and almost no GRs.  She did not mention magazines or internet 
reading, and there was little evidence from the records of her reading in Japanese 
either for pleasure or academic purposes. 
 
7.4.5 Steve 
 
STEVE Reading in 
own 
language 
Reading in 
English 
Reading in 
college 
TOTAL 
Survey One 13 13 16 42 
Survey Two  16 15 21 52 
Survey Three 16 15 16 47 
Table 7.11 STEVE: Survey Results showing Likert Scale totals 
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STEVE Initial 
Choice 
Reasons 
for 
enjoying 
Reasons for 
NOT 
enjoying 
EMOT CRIT COG 
Survey 
One 
Connection 
with the 
story 
EMOT 
Suspense 
EMOT, 
Adventure 
story with 
lots of 
action 
EMOT 
Too long 
COG 
3  1 
Survey 
Two 
Interest 
EMOT 
(regardless 
whether 
fiction or 
non 
fiction) 
What I 
learn from 
it. Have 
time to 
read and 
read to 
learn COG 
When it 
takes too 
much time 
COG 
1  2 
Survey 
Three 
The title, 
the story 
EMOT 
The way 
the author 
writes 
CRIT  
Feel that 
you take 
part in the 
story, as 
the main 
character 
EMOT 
Too many 
old 
complicated 
words COG 
2 1 1 
Table 7.12 STEVE: Comments from Surveys categorised as emotionally, 
critically or cognitively driven 
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STEVE Fiction Non-­fiction Total read 
self reported 
Total 
borrowed 
Term One 11 0 6 11 
Term Two 6 5 4 11 
Term Three 0 3 3 3 
Term Four 0 3 2 3 
Term Five 2 0 2 2 
Table 7.13 STEVE: Library Borrowings 
 
 Steve, from New Caledonia, was the only one of the Case Studies who was not 
Japanese, and the only one who was able to enter the degree programme in his 
second year on the strength of his TOEIC results.  Because his native language was 
French, he did not have to cope with an alien orthography when learning to read 
English, which was bound to have an effect upon his responses to reading. From the 
interviews I held with him it seemed that his attitude towards reading was, from the 
outset, more confident and critical than that of the other case studies, although in 
Term One their English levels measured by TOEIC results were all quite low, being 
between 300 and 400.  In the interviews Steve seemed to be positive towards reading, 
but his self-­confessed attitude from the surveys initially put him at a relatively low 
level with a score of 42.  This went up to 52 in Survey Two, and down again to 47 in 
Survey Three.  The first book we discussed was Dr Jekyll and Mr Hyde, a Stage Four 
GR which was at a much higher level than the GRs selected by the other case studies.  
He explained that he had chosen it because he had read and liked the poem My 
Shadow, by Robert Louis Stevenson, the original author of Dr Jekyll and Mr Hyde. 
 
I liked My Shadow. 
,GRQ·WXQGHUVWDQGWKHZRUGVMXVWWKHUK\PH,Q)UHQFKWKHUHDUHORWVRIUXOHVIRUPDNLQJ
poem, so I try to understand how he makes the poem.  
$OVRWKLVVWRU\>'U-DQG0U+@LVDOLWWOHOLNH)UDQNHQVWHLQWKDW·VZK\,FKRVHLW,W·s not 
H[DFWO\KRUURUEXWVRUWRI$OVR,OLNHLWZKHQWKHUH·VDPRUDO,OLNHWRWU\WRXQGHUVWDQGZKDW
they want to say. 
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6WHYH·VUHVSRQVHVZHUHHPRWLRQ-­driven, but modified by critical analysis.  It was 
LPSUHVVLYHWKDWKHODXQFKHGVWUDLJKWLQWRDQ¶H[SOLFDWLRQGHWH[WH·LQWKHWUDGLWLRQRI
French-­educated students, which indicated that he was already an experienced 
reader in his own language.  He was prepared to like poetry for its form, even if he 
did not understand the content, indicating that when reading poetry, he could 
SRVLWLRQKLPVHOISDUWO\DWWKHDHVWKHWLFHQGRI5RVHQEODWW·VFRQWLQXXPHQMR\LQJLWIRU
the sensation and the sound, but was also able to move to a critical standpoint, 
counting syllables and explaining what made him respond to the sounds of the 
¶ULPH·%XWZKHQUHDGLQJILFWLRQKLVUHVSRQVHVVHHPHGWREHDOPRVWWRWDOO\DHVWKHWLF
and emotion-­driven.  He had a penchant for horror and the supernatural, which 
suggest that in his reading he was looking for subject matter which stimulated 
emotional responses, and he seemed to be aware that it was advisable to choose 
books which he could read without having to struggle to understand the language, if 
he was to get the full effect of these stories: 
 
,WU\WRXQGHUVWDQGE\FRQWH[W,GRQ·WORRNDWWKHGLFWLRQDU\,ILW·VUHDOO\WRRKDUG,ILQG
another book. 
 
In the second term, the number of books Steve read decreased considerably.  He 
began with Inventions that changed the World, which was a change from fiction. In fact, 
the choice was almost accidental: 
 
,ZDQWHGWRUHDGDQDGYHQWXUHVWRU\EXWWKHQ,ZDVWROGWKLVZDVLQWHUHVWLQJEHFDXVHLW·VOLNH
KLVWRU\«,OHDUQHGVRPHWKLQJVDERXWPDWKHPDWLFVFDOFXODWLRQVWKH(J\SWLDQVDQGWKH
pyramids. 
 
He returned to fiction with a John Wyndham GR at level five in the Penguin series 
(2,300 headwords), called Web, which he found easy and not too long, demonstrating 
that his reading proficiency was increasing rapidly. Having read that, he had no 
difficulty with a GR of 1984, at level four in the same series: 
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$WILUVWLWZDVNLQGRIERULQJEXW,NHSWUHDGLQJDQGWKHQ«WKHUHZDVDZDUDQGDORYHVWRU\
Good story. 
 
He also read a biography of Nelson Mandela for an essay he had to write, which he 
enjoyed because of his admiration for his subject. 
 
Steve did not report any reading in Term Three, and it was not until Term Four that I 
interviewed him again.  This time he was in a degree level English skills class where 
WKHUHZDVDFODVVVHWWH[WEXWLWZDVQRWD*5,WZDV0DUJDUHW0DK\·VMemory, a 
novel written for teenage native speaker readers. The level of language in this book 
ZDVOLNHO\WREHDWOHDVWKHDGZRUGVDFFRUGLQJWR+LUVKDQG1DWLRQ·V(1992) 
estimation of how many words a reader needs to know to read fiction for teenagers, 
but Steve did not appear to find it hard, and because he had to read quite critically 
for his class work, he had a lot of comments about it. 
 
We have just finished and the end was not what I expected but I enjoyed it. 
Did you feel sympathetic to Johnny [the main character]? 
 
Yes because at the beginning of the book he was not confident but at the end you can see 
HYHU\WKLQJFKDQJHVZLWKKLPWKDW·VZK\,OLNHWKHERRN«DWILUVWWKHVWRU\LVTXLWHGDUNDQG
in the end he finds his way and the answer. 
 
Do you like the style of writing in the book? 
 
<HV0DUJDUHW0DK\·VZULWLQJLVUHDOO\JRRG6KHXVHVDORWRIDOOLWHUDWLRQDQGWKDWPDNHVWKH
reader keep wanting to read .. and lots of similes.  Writing style is really important to me. If 
LW·VQRWJRRG,ZRQ·WNHHSUHDGLQJ 
 
Because of his high opinion of Margaret Mahy, Steve borrowed another of her books, 
The Kaitangata Twitch.  He said: 
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,UHDOO\OLNHGWKHODVW0DUJDUHW0DK\VR,JRWWKLV,W·VDERXWVXSHUQDWXUDODQGP\VWHULHVEXW
still related to real things so you feel it could happen.  Even though it is a book for children. 
 
However, in Term Five Steve focused completely on his reading for his studies in 
International Relations.  
 
Many things that I am reading are articles from the internet or newspapers. I used to read 
only about my own country, but this term I have to read about all the world. Mostly about 
wars and politics, quite interesting. 
 
Are you reading anything for pleasure? 
 
No, nothing, not even in French.  I used to like reading FreQFKERRNVEXWLW·VKDUGWRUHDG
ERWK)UHQFKDQG(QJOLVKVR,RQO\UHDG(QJOLVK,·GOLNHWRUHDGDQ(QJOLVKQRYHODERXW1HZ
=HDODQGEXW,GRQ·WKDYHWLPH 
 
7KHWKHPHRI6WHYH·VDWWLWXGHWRUHDGLQJVHHPHGWREHWKDWLWZDVVRPHWKLQJKH
enjoyed, and found relatively easy, but reading for pleasure took up too much time, 
and had to be sacrificed for more academic reading.  His relative preference for 
reading in English appeared to be instrumental, as he perceived that thinking in 
French interfered with his academic work in English. He was alone among the case 
studies in his readiness to critique texts from the point of view of style and language;; 
none of the others ever mentioned concepts such as alliteration in connection with 
their reading responses.  He was aware of the different stances that he, as a reader, 
could adopt when reading poetry, fiction or academic texts;; from his responses in 
Table 7.17 his reactions were more emotional than cognitive, except in Term Five, 
when he was concentrating on his International Relations reading. 
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Figure7.5 STEVE: Interview Reading Responses 
 
But when he was reading Memory, he analysed his emotions critically. He was 
enjoying a good tale but was also able to re-­position himself at a more efferent 
standpoint and critique both the themes and the literary value of the story. 
 
It was clear that, because Steve did not have to struggle with an unfamiliar 
orthography, and because English grammar was closer to his native French than it 
was to Japanese, he found reading in English much easier than did his fellow case 
studies. In a relatively short time, he was able to read for pleasure in English at a 
much higher level than they could;; even in his reading of Memory, he was able to 
adopt an aesthetic stance and identify with the characters in the story. However, as 
KDSSHQHGZLWKDOOWKHFDVHVWXGLHVWKHDPRXQWRI6WHYH·VUHDGLQJGURSSHGVKDUSO\
after his first two terms in New Zealand.  He was an instrumental reader in that he 
rationed his time and energy.  If academic work made demands, pleasure reading 
was sacrificed. 
7.4.6 Tommy 
TOMMY Reading in 
own 
language 
Reading in 
English 
Reading in 
college 
TOTAL 
Survey One 14 13 0 27 
Survey Two 22 20 18 60 
Survey Three 20 16 18 54 
Table 7.14 TOMMY: Survey Results showing Likert Scale totals 
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TOMMY Initial Choice Reasons 
for 
enjoying 
Reasons 
for NOT 
enjoying 
EMOT CRIT COG 
Survey 
One 
Interesting EMOT Wanting to 
know 
what will 
happen 
EMOT 
'RHVQ·WILW
with my 
feeling 
EMOT 
4   
Survey 
Two 
Contents EMOT 
Author EMOT 
Recommendations 
EMOT 
Finding 
myself 
submerged 
in the 
world of 
the content 
EMOT 
Finding 
myself not 
focused on 
reading 
EMOT 
3   
Survey 
Three 
Title and cover 
EMOT 
Recommendation 
EMOT 
I like the 
story 
EMOT 
New ideas 
COG 
Related to 
my life 
EMOT 
,GRQ·WOLNH
the story 
EMOT 
4  3 
Table 7.15 TOMMY: Comments from Surveys categorised as emotionally, 
critically or cognitively driven 
 
TOMMY Fiction Non-­fiction Total read 
self reported 
Total 
borrowed 
Term One 6 3 5 9 
Term Two 5 3 4 8 
Term Three 0 0 0 0 
Term Four 2 3 0 5 
Term Five 2 1 0 3 
Table 7.16 TOMMY: Library Borrowings 
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Tommy was the only Japanese male in the top five students in Group Three, as he 
read five books in Term One. His self-­assessed reading attitude seems very positive;; 
his low score in Survey One is because he failed to turn over the page to fill in the 
third section of the survey.  His score in Survey Two was the highest in the cohort, 
even for reading in English, which was surprising, given the limited amount of 
reading that he did.  The first book he discussed with me was Newspaper Boy, at 
Level One, which he seemed to like: 
 
First newspaper boy was very sad but he became happy because everyone apologised to him. 
So I am very happy. 
 
When asked how difficult it was, he replied: 
 
Hard at the beginning, and easier at the end. 
 
Relative success with Newspaper Boy may have led him to try Treasure Island, which 
was a Level Two book.  I asked if he liked pirates: 
 
<HV,OLNH3LUDWHVRIWKH&DULEEHDQ,OLNH-DFN6SDUURZ+H·VYHU\IXQQ\ 
 
But the pirates in Treasure Island GLGQRWVHHPWRFRPHXSWR-DFN6SDUURZ·V 
standards and Tommy was not motivated to finish the book, which was probably 
too hard, and also, as he said, too old. At this time, he seemed to be suffering from 
homesickness.  He said, to excuse himself for not having read anything during the 
week: 
 
Last week I was very tired. I want to go back to Japan for a week, to meet my friends in Japan. 
 
But the next book he reported on seemed to capture his attention. It was a GR at 
Level One called Operation Janus, written as a comic strip. Tommy found this 
motivational. 
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Comic is not many sentences so I finished in one day.  I want to try another. I always choose 
yellow book [library level one], but this book is more easy. 
 
He now seemed quite content to read to his level, and selected a biography of 
Muhammad Ali, at Level One, because Tommy himself was a boxer.  But 
appropriate choice of level was abandoned when he decided that he wanted to pass 
the New Zealand driving test, and therefore needed to read the New Zealand Road 
Code.  For this he had to position himVHOIILUPO\DWWKHHIIHUHQWHQGRI5RVHQEODWW·V
(1986) aesthetic/ efferent continuum, in order to absorb the facts accurately enough 
to pass the written test. This was a clear case of interest taking precedence over level 
in the choice of reading. Unfortunately, shortly afterwards he crashed his car, so the 
effort was rather wasted. In Term Two he continued to read three books at Level 
One, and also The Kobe Connection, described above in 7.3, the section about Sally. 
This he liked because, he said, it is like my life, even though it was well above Level 
2QH7RPP\·VUHDGLQJFKRLFHVZHUHQHDUly all emotion-­derived ones, as Figure 7.6 
shows. It also shows that he read very little even by comparison with his fellow case 
studies. 
 
 
Figure7.6 TOMMY: Interview reading responses 
 
In Term Four, Tommy, having failed to gain the requisite TOEIC score for the 
Diploma of Tourism programme, was placed in a class where the focus was English 
improvement. In this class there was an extensive reading programme and a set 
book;; this was a Level Two book of a film called Jumanji. Tommy did not find this to 
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his taste, saying: ,UHDGVHYHQSDJHVEXW,GRQ·WOLNHILFWLRQI could sympathise with his 
not liking Jumanji as (perhaps because I had not seen the film) I could not 
understand it at all. But this was a new side to Tommy: he had not previously 
demonstrated a dislike of fiction. In line with his new preference he borrowed a 
collection of short stories called Urban Myths, a Level Two reader, which he liked 
because: 
 
All people think the stories are fiction but they are true stories so they are interesting for me. 
 
By Term Five, Tommy had managed to score over 450 in the TOEIC test and was 
therefore able to study on the Diploma of Tourism programme. This meant he had to 
read articles and class handouts on his chosen subject, and he had a number of 
assignments to write. He no longer had a set GR to read, and his work patterns were 
typical of many of his peers. 
 
I have a lot of assignments now so I went to bed last night around 5 am. 
 
Have you done any pleasure reading recently? 
 
Yes but only Japanese. 
 
Do you think your reading has changed since you came to New Zealand? 
 
,GRQ·WIHHOFKDQJHUHDGLQJWKHERRN,GLGQ·WVWXG\KDUGVRP\(QJOLVKLVQRWVWLOOLPSURYHG 
 
What makes you want to read a book? 
 
Author, and topic;; love, action, crime.. anything interesting! 
 
'HVSLWHKLVSURWHVWDWLRQVWKDWKHGLGQRWOLNHILFWLRQ7RPP\·VWDVWHLQUHDGLQJVHHPV
to tend towards the aesthetic end of the continuum.  He never chose a book above 
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Level Two during the twenty months of the study, but that may have contributed to 
his self-­avowed positive attitude to reading;; at least he did not try too hard to read at 
a level that was too high, because he did not try very hard at all! After his first year 
in New Zealand his attitude to reading was exceptionally positive, possibly because 
he had read Muhammad Ali, Snake Island and The Kobe Connection in Term Two 
without difficulty. His attitude went down in Survey Three, possibly because by that 
time he was having to struggle to understand his academic coursework texts.  
 
7RPP\·VVHOI-­evaluation was probably accurate;; ,GLGQ·WVWXG\KDUGVRP\(QJOLVKLV
still not improved.  He was a reasonably intelligent student who did the minimum 
amount of work.  Given this preference, his chosen stance at the aesthetic end of the 
continuum, reading easy texts which he could enjoy without too much trouble, 
seems reasonable. But the quantity of reading done is unlikely to have had an effect 
on his level of language proficiency.  
 
7.5 DISCUSSION OF THE CASE STUDIES 
The five case studies finished reading more books in Term One than they would 
read in any of the subsequent four terms. The sharp drop in the number of books 
read after Term Two is partly due to the absence of extensive reading programmes 
thereafter, but for each case study there are factors affecting their reading which are 
peculiar to the individual.  
 
Suzie and Alice had positive attitudes throughout the study period.  They arrived in 
New Zealand as experienced, enthusiastic readers in their own languages. They 
expected, through reading, to be able to experience the fictional world of the book;; 
IRUWKLVWKH\DVVXPHGVWDQFHVWRZDUGVWKHDHVWKHWLFHQGRI5RVHQEODWW·VFRQWLQXXP
and they appeared to be able to choose appropriately easy books for the stances they 
had taken up.  They both started pleasure reading at Level One, but by the end of the 
study Alice was comfortable reading at Level Three and Suzie was apparently 
happily reading magazines written for native speakers. Both of them had made 
decisions not to look too much in their dictionaries. It seemed they had decided, 
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within limits, to be risk-­takers and not interrupt the flow of their reading by 
checking for accuracy. Possibly their confidence in taking risks derived from their 
experience in Japanese;; they were familiar with literary conventions and genres, and 
were sometimes able to successfully predict what was going to happen in a story. 
They were both able to interpret a narrative at an appropriate level coherently, 
rather than trying to understand small parts of a text in isolation.  Their professed 
attitudes were very similar;; they began with scores of 51 and 52, and both finished 
with 69.  But their stances were rather different.  
 
6X]LHOLNHGWKH¶QHZV·DQJOHRIevery book she read, and this taste later led her to 
enjoy magazine articles about celebrities;; she liked to be able to derive information 
from her reading. Although, in her first comments, she said she enjoyed reading 
¶because I can concentrate on the book, forgetting even time,·ODWHUVKHVDLGRQO\WKDWVKH
UHTXLUHG¶LQWHUHVW· in her reading, and she may have sacrificed fluency to interest in 
her later choices.  She was an instrumental reader who perhaps realised that it was 
KDUGHUWR¶IRUJHWWLPH·ZKHQUeading a book in English than in her native Japanese, 
so adjusted her reading stance accordingly, and lowered any expectations she might 
have had about losing herself in a book through effortless reading from a totally 
aesthetic stance. 
 
Alice seemed to read for different reasons. Although she began by saying that she 
FKRVHERRNVIRUWKH¶OHYHO·LQKHULQWHUYLHZFRPPHQWVVKHDOZD\VZDQWHGWR
immerse herself in the world of the book, making observations and judgements 
about the protagonists, and wondering what she would have done in their situation. 
With fiction, at any rate, she was less interested than Suzie in learning something 
from the book, and more interested in living it;; she selected books that she knew she 
could read easily so that she could read them from an aesthetic stance.  She read 
more slowly than Suzie, possibly because she wanted to savour the experience of 
reading, and she made links with her reading;; the experience of reading Amistad had 
been enjoyable so it led to her choosing The Narrow Path, which led to Martin Luther 
King, which led to Shakespeare. 
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Sally, by contrast, was an inexperienced reader in her own language, and an efferent 
reader by choice, though perhaps her choice was dictated by her limited ability to 
comprehend.  Her main reason for reading appeared to be to collect facts about the 
DQLPDOVVKHORYHG7KLV¶ERWWRPXS·DSSURDFKPHDQWVKHQHYHUH[SHULHQFHGDQ\WKLQJ
that could be called pleasure reading, because she was always reading for 
information, and never for the experience in itself.  Not for her, forgetting time, 
because she was lost in the world of the zebra or giraffe;; the vocabulary in the books 
she chose had her forever searching in the dictionary. Although she seemed to enjoy 
the quest at first, by Term 2  enjoyment seemed to have worn thin.  She never read a 
book which was easy enough to read without effort, and so she never got any 
practice at extensive reading, which, in turn, meant she never became more fluent. 
Eventually, apparently disillusioned, she came to the conclusion that reading was 
RQO\D¶VR-­VR·PHWKRGRILPSURYLQJKHU(QJOLVKDQGWKDWOHDUQLQJQHZYRFDEXODU\
was the best way to proceed.  Her lack of reading experience indicated that she 
could not adjust her reading response stance appropriately.  Strange as it might have 
seemed, her attitude towards reading according to the survey results always 
remained quite positive, though it dropped in Survey 3. Perhaps the Japanese 
respect for learning led her to acknowledge reading as a positive factor, even if she 
did not apply it to herself. 
 
6WHYH·VVHOI-­confessed reading attitude scores, by comparison, were generally lower 
WKDQ6DOO\·V\HWKLVLQWHUYLHZVLQGLFDWHGWKDWKHUHDOO\HQMR\HGUHDGLQJ7KLV
suggests a problem in using a Likert scale to measure the intensity of reaction;; in this 
VWXG\RQHSHUVRQ·VXQGHUVWDQGLQJRI¶very happy· on the owl scale may not be the  
VDPHDVDQRWKHU·V+RZHYHUSRVLWLYHRUQHJDWLYH6WHYH·VDWWLWXGHWRUHDGLQJDFWXDOO\
was, one factor was clear;; he did not have the obstacle of a strange orthography and 
unfamiliar grammar to hinder his comprehension in reading English. It was easier, 
therefore, for him to choose the appropriate level of book to read according to the 
stance he wished to adopt, and to be confident in his choice;; for him, the uncertainty 
threshold was lower than for the Japanese case studies. He was able to read fluently 
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sooner,  at a higher level, which had the effect, over time, of increasing his fluency so 
that by the end of his fifth term, he could read books written for native speakers with 
relative ease. 
 
Tommy, although his first survey results did not show a particularly high score for 
reading in Japanese, showing that he was probably not a very experienced reader in 
his native language, did appear to learn from experience that it was better to finish 
several easy books than to fail to finish one that was too difficult. He understood 
from trying to read Treasure Island, that he needed an easy book to read for pleasure, 
and chose accordingly. His stance was appropriate but the motivation to read a lot 
was clearly missing, and he probably never read enough to achieve fluency at a 
higher level than level 1. 
 
The case studies reflected a general tendency in the cohort to read less than the 
Nation and Wang (1999) recommended amount of a GR per week, and to read 
considerably less after the first two terms in the Foundation English programme. 
They also demonstrate the trend among some of the cohort to read outside the GR 
section in the library.   Within these general tendencies, each case study reveals a 
different pattern in reading, which seems to relate to their L1 (first language) reading 
background, and their own personalities, and how these factors influenced their 
ability to recognise their purpose in reading discrete texts and use this recognition to 
position themselves at an appropriate reading stance.  
 
It seems there may be a bar which L2 readers need to clear if their L2 reading is to 
gather sufficient momentum to become fluent, and thus give them a chance to 
EHFRPHLQ1HOO·VWHUPV¶OXGLFUHDGHUV·1HOO·V(1988a, p. 8) three antecedents of 
ludic reading in L1 need to be fulfilled in L2.  Learners have to reach a stage at which 
they can read a level of L2 text without effort, and they have to be able to recognise 
their own ability in relation to the text, so they are not frustrated by their inability to 
read fluently above their level. The enjoyment in the experience of reading easily, 
and the fluency practice thus gained, seems to enable them to proceed to higher 
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levels of difficulty.  The choice of GRs at this stage appears to be one made more 
often by the more experienced readers.    Steve cleared this bar early on, because of 
his orthographic and cultural background, and because he was a reader in his L1. 
Alice and Suzie, also experienced readers in their L1, were also able to position 
themselves as fluent readers of L2 texts at an appropriate level, and this seemed to 
be a basis on which their fluent reading of more difficult texts was in the process of 
developing. It could have developed more quickly had there been more time in the 
syllabus allocated to extensive reading.  Tommy, although he seemed to understand 
the basic principle of selecting texts at an appropriate level, did not allow himself 
HQRXJKUHDGLQJSUDFWLFHWRGHYHORSIOXHQF\VRKLV¶SOHDVXUH·UHDGLQJQHYHU
advanced above the library Level 1.  However Sally, despite her valiant efforts in 
Term 1, never grasped the notion of pleasure reading at all and was never able to 
select an appropriate reading stance, so she never became a fluent reader at any level. 
This unfortunately seemed to impact upon her capacity to understand discourse, 
and her learning remained at a basic level of fact collection.  
 
Chapters 6 & 7 have provided some answers to Research Question 1, ¶:KDWPDNHVD
JRRGJUDGHGUHDGHU"·IURPWKHSHUVSHFWLYHRIWKHOHDUQHUVWDNLQJWKHLUUHVSRQVHVWR
reading in general as a starting point.  These learner and case study reading 
responses seem to be due in part to early experiences in L1 reading, where ESOL 
teaching and materials can have little or no influence. However, if, as it seems from 
the surveys and case studies, reading response stance, and the amount of reading 
done, can impact upon the development of the capacity to read fluently in L2, the 
delivery of extensive reading programmes and the type and quality of GR produced 
may also play an important part in nurturing appropriate reading responses.  
Chapters 6 & 7 have also suggested answers to Questions 3 and 4 which ask what 
kinds of texts learners read, and if the pattern of choice changes.  Choice of text is 
very personal to the learners in ERPs, but the pattern of reading changes after the 
first two terms, when learners are no longer on an ERP: they simply read what they 
have to read for academic purposes, they read fewer books, and their reading 
VWDQFHVWHQGPRUHWRWKHHIIHUHQWHQGRI5RVHQEODWW·VFRQWLQXXP  
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In Chapter 8, ,ZLOOGLVFXVVOHDUQHUV·UHDGLQJUHVSRQVHVLQUHODWLRQWRH[WHQVLYH
reading programmes delivered by teachers, and GRs produced by publishers, as 
described in Chapters 4 and 5, and, looking at the perceptions of all the stakeholders, 
I will suggest some explanations for differences in their perceptions, and the paucity 
of reading done by the learners.   
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8 DISCUSSION: WHY L2 LEARNERS READ SO LITTLE 
8.1 INTRODUCTION 
The results of this study of the attitudes of learners, teachers and publishers towards 
Graded Readers and Extensive Reading, have shown that, although it might have 
been expected that immersion in an English language environment was the ideal 
situation to read more in the target language, in reality there was a disappointing 
decline in the numbers of books learners read over the duration of the study period. 
It might also have been expected that with increasing cultural adaptation, the 
OHDUQHUV·DWWLWXGHVWRUHDGLQJLQ(QJOLVKZRXOGLPSURYHGUDPDWLFDOO\EXWWKHUHZDV
actually very little improvement. Learners indicated that in order to enjoy, or get 
pleasure from reading, they expected an emotional stimulus;; at the very least they 
wanted to be interested in the books they read, and, if possible, they wanted to be 
¶VXEPHUJHG·LQWKHZRUOGRIWKHERRN   But the library records (Appendix 3a) show 
that they read very little. This might indicate that they were not actually getting the 
desired result from their reading, which supports the hypothesis that there is a 
discrepancy between the perceptions and expectations about the goal of reading, 
held by the learners, and the perceptions held by the other stakeholders, in 
particular, the teachers. In this chapter I will discuss these contrasting perceptions, 
and suggest some possible explanations for them.   
 
It has also became clear in answering the survey and interview questions, there was 
a tendency of teachers and learners to discuss ER in general, not just in the context of 
GRs,  which led to a widening of focus in the answers obtained to the research 
questions, as explained below in 8.2.   
 
 
8.2 THE EXPANDED FOCUS of the STUDY 
It is clear that the results described in Part 2 do not only pertain to the Graded 
Readers of the title, but also to the wider context of Extensive Reading.  In order to 
situate the reading of GRs in context, the surveys asked learners about their general 
reading habits, which sometimes included, but were not exclusively confined to, the 
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reading of GRs.  The case study learners described their GR reading experiences, but 
they also described many reading experiences outside GRs. Hence, although the four 
research questions, which specifically ask about perceptions of GRs, could be said to 
have been answered in the course of this study, the surveys, interviews and case 
studies also brought to light aspects of the wider context in which GRs exist. This is 
why the original title of the study, What makes a Good Graded Reader?, was expanded 
to become: What makes a Good Graded Reader? Engaging with Graded Readers in the 
context of Extensive Reading in L2.  This is also why this discussion chapter is only 
tangentially about what makes a good graded reader, and much more about how 
stakeholders engage with GRs and with L2 reading in general.  
 
 
8.3 THE MATERIALS: THE GRS 
The study results indicated that there was no single aspect of the materials, the GRs 
themselves,  that the learners as a group either particularly liked or disliked. There 
was no evidence to show that the different approaches in choice of content, design 
DQGVXSSRUWE\WKHIRXUSXEOLVKHUVKDGDQRYHUDOOLPSDFWRQWKHOHDUQHUV·VHOHFWLRQ
or evaluations of the books. Indeed, individual learners appeared to have very 
individual tastes, and this individuality was catered to by the variety in the 
published materials. David Hill (2008, p. 189) criticised the GRs he reviewed in his 
VXUYH\IRUEHLQJ¶XQDVKDPHGO\KLJKEURZ·%XWLIKLJKEURZPHDQVFODVVLFVWKHQ
the Cambridge readers at least are not highbrow, and in fact some of the classics 
adapted by the other publishers were actually cited as being enjoyed by the learners;; 
a teacher mentioned the Diary of Anne Frank as being popular, (4.4.2.4.) and the case 
studies enjoyed The Elephant Man, The Phantom of the Opera, Frankenstein and Heidi, to 
name a few. ( 7.4.2., 7.4.3. and 7.4.4.)  So although in order to cater to the Day and 
Bamford (2002) principle of choice, publishers could produce  more westerns, 
adventure stories, crime and romances along the lines of Mills and Boon which Hill 
(2008) recommends, there is already a range of choices in the pantheon of GRs 
available.   All four publishers studied, as described in 5.5 of this study, have 
received awards from the Extensive Reading Foundation, which suggests that the 
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judges consider at least some of their GRs to be of high quality. Teachers and 
libraries buy them, or they would not continue to be produced.   
 
6RLWPLJKWEHFRQFOXGHGWKDWWKH*5VRQRIIHULQJHQHUDOUHVSRQGWROHDUQHUV·
perceived needs, although there could be a wider choice at the lower and higher 
levels.  But the reality of the amount of reading actually done confounds the 
XQGHUO\LQJK\SRWKHVLVRIWKHVWXG\WKDWLI*5VDUH¶JRRG·WKH\ZLOOHQFRXUDJHPRUH
reading. To explain this reality, it seems that an additional variable needs to be 
added to the ER equation.  This variable may be the way in which the GRs are being 
read. Perhaps examination of the experience of reading, rather than of the reading 
matter alone, can explain why learners are not reading. 
 
8.4 THE READING EXPERIENCE 
8.4.1 Electronic rivals to leisure reading 
Teachers in the focus groups (4.4.1.4.) VXJJHVWHGWKDWWRGD\·VWHHQDJHOHDUQHUVGRQRW
read as a leisure pursuit. Teenagers possess a range of electronic equipment which 
enables them to listen to music, watch movies, talk to each other, surf the internet 
and play games, so there is no need for reading to occupy their time.  The average 
teenager probably reads extensively, both in L1 and L2, less than her parents might 
have done.   Certainly, in order to engage in some of these electronic pursuits, L2 
learners need to be able to read;; surfing the internet in English is not possible 
without some knowledge of English. But the reading experience is not the same as 
that engaged in when reading extensively, because it is not, for many non-­native 
readers, fluent reading. The vocabulary of a Yahoo or Google news site is probably 
at a similar level to that of a newspaper, which, according to Nation (2006), would 
require about 8000 ² 9000 headwords for fluent reading.  Some learners in my study 
(see 7.4.3., 7.4.6.) who were surfing the net, were finding it hard work to read GRs at 
Oxford Bookworms Stage One, which has only 400 headwords. So in their leisure 
reading they were reading very much at the decoding level, and certainly not with 
the level of automaticity which would have allowed thePWREHFRPH¶ORVWLQWKH
ERRN· 
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Nonetheless, there are still millions of people, including teenagers, who do read 
books for pleasure, as the vast numbers of titles available at retail outlets all over the 
world testify, and even if people do not read for preference as a leisure pursuit, 
fluent reading is a necessary skill in a literate society. It follows that speakers of L2, 
particularly where they are learning English as a second language, do need the 
ability, not only to decode, but to read fluently, whether they are interested in 
pleasure reading or not, and whether they are using electronic technology, such as 
Kindle, or traditional paper-­based material. Yet many of them appear, like Sally 
(7.4.3), to remain at the decoding level of L2 reading without ever approaching 
fluency, and this may be because they do not have any practice in the kind of 
reading which might become fluent reading, the reading of narrative. But is the 
current climate of electronic media totally responsible?  It would be naïve to think 
that the tide of electronic leisure pursuits which rival reading could be stemmed, and 
even if that were possible, it is doubtful that the internet and electronic games could 
be entirely blamed for the lack of ER by learners. If, in reality, ER induceGWKH¶ORVWLQ
WKHERRN·H[SHULHQFHZKLFK1HOO(1988a, p. 225) equates with an altered state of 
consciousness on a par with that produced by alcohol and drugs, the college library 
would be packed with enthusiastic readers, and the reading habit could easily 
displace computer games or internet surfing.  But the reading most learners do only 
appears to induce sleep, despite the fact that the available GRs are applauded by 
judges, and bought by librarians. However, if neither the materials nor the rivals to 
reading are entirely to blame for the paucity of reading done by L2 learners, this 
leaves one major set of stakeholders;; the teachers, who, in teaching and presenting 
UHDGLQJPDWWHUWROHDUQHUVDUHFUHDWLQJWKHFOLPDWHLQZKLFKWKHOHDUQHUV·UHDGLQJ
experiences are formed, by encouraging certain ways of approaching text. 
 
8.4.2 The ways in which learners are reading 
8.4.2.1 Level of reading 
Learners indicated that, in order to enjoy a book, or in order to engage in pleasure 
UHDGLQJWKH\UHTXLUHGVRPHWKLQJLQWKHLUUHDGLQJZKLFKZRXOG¶KRRN·WKHPWKH
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¶XQSXWGRZQDELOLW\·IDFWRUGHVFULEHGE\-HQQLIHUBassett  (2005b, p. 1). But it is 
literally impossible for a reader not to put a book down if she is constantly having to 
reach for the dictionary in order to decode an unknown word;; this indicates that in 
RUGHUWREH¶XQSXWGRZQDEOH·DERRNKDVWREHDWDOHYHOZKLFKLVXQGHUVWDQGDEOH
1HOOVXJJHVWVWKDW¶KLJKHUUHDGLQJFRPSUHKHQVLRQVSHHGVPDy be a pre-­condition for 
OXGLFUHDGLQJ·(Nell, 1988b, p. 14), which argues the importance of level for L2 
readers.  
 
Nation (2006) suggests that for text to be read fluently, 98% of the vocabulary should 
be known.  However, from the descriptions of ERPs in Chapter Two of this study, 
from the library records (Appendix 3a) and from the opinions of the teachers in 
Chapter Four, it seems that learners are not, as a rule, reading GRs with vocabularies 
of which they understand 98%;; they tend to read books at a higher level of difficulty. 
They are therefore reading much more from the efferent side of the continuum than 
from the aesthetic one, which in turn means they are not getting what they 
apparently desire from their reading;; an emotional experience. It appears that Day 
DQG%DPIRUG·V(2002) Ten Principles of Extensive Reading, and in particular 
Principle One, reading is easy, Principle Six, that reading usually related to pleasure, 
and Principle Eight, that reading is its own reward, are generally not adhered to in 
the ER classroom.  
 
Why, then, are teachers allowing learners to read texts that are too hard for them? 
GRs  (see 2.9) are generally classified according to stages or levels, which relate to 
the number of headwords they contain.  The levels are grouped into approximate 
language proficiency levels, such as beginner, elementary, intermediate and so on.  
Learners are usually very much aware of the level they are at, and I observed that 
the case studies, when choosing GRs, behaved in different ways depending on their 
previous reading experience (see 7.4) . The ones who enjoyed reading in their own 
language were more inclined to choose GRs that were below their stated class level, 
because they knew they would be able to read them fluently. The case studies Alice 
(7.4.4.), Suzie (7.4.2.) and Steve (7.4.5.) were among those.  But the many who did not, 
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in general, enjoy reading, usually chose above their level.  The case studies Sally 
(7.4.3.) and initially Tommy (7.4.6.) exemplify such a tendency.  This may have been 
due to a belief that reading difficult English would help improve their proficiency, in 
WKH¶QRSDLQQRJDLQ·PRGHRIWKLQNLQJGLVSOD\HGE\3LQR-­6LOYD·VVWXGHQWVGHVFULEHG
in Chapter Two (Pino-­Silva, 1992).  Sometimes reading difficult books appeared to 
EHEHFDXVHRIWKHOHDUQHU·VIHDURIORVLQJIDFHVRPHOHDUQHUVWKRXJKWWKH\ZRXOGEH
perceived to be stupid if they chose a GR at Level 1 when their peers were reading at 
Level 2.  
 
In either case, the learners could have benefited from advice from a teacher.  But 
many teachers, too, seemed to be suffering from the delusion that the harder the text, 
WKHPRUHLWZRXOGLPSURYHWKHOHDUQHUV·ODQJXDJHSURILFLHQF\7KH\PD\KDYH
LQWHUSUHWHG.UDVKHQ·V,QSXW+\pothesis (2.4) as demanding that all comprehensible 
input be at the level of i+1. This interpretation sometimes seemed to be due, not to a 
researched-­EDVHGNQRZOHGJHRIWKHWRSLFEXWWRWKHWHDFKHUV·RZQH[SHULHQFHVDW
school, or from their observation of other teachers. If this is so, it supports 
0DFDOLVWHU·V(2010) contention that often teachers are not very familiar with the 
research that exists in the field of extensive reading.  
8.4.2.2 Intensive reading masquerading as extensive reading 
In section 4.6., I suggest some explanations for WHDFKHUV·different perceptions 
concerning ER. There are many different notions about what an Extensive Reading 
3URJUDPPHVKRXOGDFWXDOO\FRQVLVWRIEXWQHDUO\DOOWKHWHDFKHUV·QRWLRQVFRQWDLQD
PHDVXUHRIDFFRXQWDELOLW\WKXVYLRODWLQJ'D\DQG%DPIRUG·V3ULQFLSOH(LJKW
Reading is often taught using GRs, and because GRs usually form the bedrock of an 
ERP, it is easy to imagine that their use constitutes the delivery of an ERP. Case 
study interviews (7.4), library records (Appendix 3a) and anecdotal evidence from 
teachers all suggest that in the college where this study took place, ERPs did not 
happen after Term Two, and when a GR was an integral part of a paper, as when 
some of the case studies had to read Billy Elliott or Memory, these texts were used as 
a basis for teaching grammar or concepts such as attitudes to old age, indicating a 
more intensive than extensive attitude to reading.   Learners in these programmes 
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are engaging in intensive, not extensive, reading.   The purposes in teaching 
intensive reading are admirable, and absolutely necessary;; grammar, vocabulary 
and approaches to learning need to be taught. But they are not the only necessary 
components of a language course, or indeed, of a reading course.  
 
8.5 SOME REASONS FOR WIDENING THE SCOPE OF READING TEACHING 
8.5.1 The Four Strands including Fluency Development 
In a proposal for a balanced approach to language teaching, Paul Nation (2007) 
VXJJHVWVWKDW¶WKHDFWLYLWLHVLQDODQJXDJHFRXUVHFDQEHFODVVLILHGLQWRWKHIRXU
strands of meaning-­focused input, meaning-­focused output, language-­focused 
OHDUQLQJDQGIOXHQF\GHYHORSPHQW·DQGWKDWHDFKVWUDQGVKRXOGEHDOORFDWHG
roughly the same amount of time.  In the kind of reading class where text is used to 
teach grammar and vocabulary, probably meaning-­focused output will be attended 
to in the form of questions and answers about the text, and language-­focused 
learning will be arrived at by close reading, in which learners are guided to pay 
attention to certain grammatical and syntactical aspects of the text. This is intensive 
reading, and is entirely necessary.  But meaning-­focused input in such a class will be 
limited, because of the time necessary for the close study of text, and fluent reading 
development will be entirely neglected. And if fluent reading is neglected in the 
extensive reading class, it is difficult to imagine where else in the curriculum it might 
be included, except as a kind of bolt-­on, optional extra, to be done at home, 
voluntarily, which all too often means it is not done, because if the message is 
perceived by learners that teachers do not think ER is worth spending class time on, 
they are less likely to spend time themselves on it out of class. 
 
Not only is this detrimental to the development of fluent reading in itself, but it also 
means there is no room in the teaching syllabus dedicated to enhancing the idea that 
so-­FDOOHG¶SOHDVXUH·UHDGLQJFDQDFWXDOO\EHDSOHDVXUHDQGWKDWLWVSXUSRVHGRHV not 
always have to be learning a grammar point, or some vocabulary, or a concept from 
DFRQWHQWSDSHU,Q/RXLVH5RVHQEODWW·V(1986) terms, reading does not always have 
WREHGRQHIURPDQHIIHUHQWVWDQFHLQGHHGLQOLQHZLWK1DWLRQ·V)RXU6WUDQGVa 
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quarter of the time devoted to teaching reading ought to be used for developing 
fluency, and a quarter to meaning-­focused input;; both suggest providing 
RSSRUWXQLWLHVIRUUHDGLQJIURPWKHDHVWKHWLF¶HQMR\LQJWKHH[SHULHQFHRIUHDGLQJ·
stance. 
8.5.2 The need for an aesthetic stance in teaching reading 
Affect is a highly important factor in second language reading instruction, and Day 
and Bamford (1998, p. 31) FODLPWKDWH[WHQVLYHUHDGLQJFDQ¶GHYHORSSRVLWLYH
DWWLWXGHVDQGDVWURQJPRWLYDWLRQWRUHDGLQWKHVHFRQGODQJXDJH«WKHNH\WR the 
VHFUHWJDUGHQRIOHDUQLQJWRUHDG·:KHQOHDUQHUVDUHHQJDJHGLQWKHNLQGRI(5
SURSRVHGLQ'D\DQG%DPIRUG·V (2002) Ten Principles, reading books of their own 
choice, books they can read easily because they are at the right level which is not i+1 
(see 2.5), but preferably i-­1, then their intrinsic motivation is likely to be stronger 
than if they need to read a text to pass an exam. They will be reading, in this case, 
IURPDQDHVWKHWLFVWDQFHLQ5RVHQEODWW·V (1986) terms, and the evocations, or 
meanings which they create in response to the text will be personal to each 
individual, different from the more public evocations they may create when they 
read a text efferently, to extract information. The making of these personal 
evocations is a more creative activity than extracting publicly shared facts from a text, 
DQGDVWKHUHLVPRUHRIWKHLQGLYLGXDO·VRZQSHUVRQFXOWXUHDQGEDFNJURXQG
invested in it, the individual is more likely to be immersed in the experience, and 
thus be motivated to do more of it.  
 
In this way, successful fluent reading at a low level has the potential to place the 
beginner/learner onto a virtuous spiral where the motivation to read more books for 
enjoyment develops the ability to read higher level books, even books which are not 
perceived to be so intrinsically interesting, with greater fluency.  
 
 8VKLRGD·V(2002, p. 120) ¶PRWLYDWLRQGHULYLQJIURPH[SHULHQFH·PRGHOGHPRQVWUDWHV
that the more a learner gains from positive experience, the less she feels the need to 
EHPRWLYDWHGE\IXWXUHH[WULQVLFJRDOV8VKLRGD·VFRQWHQWLRQLVWKDW¶DSRVLWLYH
PRWLYDWLRQDOWKLQNLQJ·FDQEHGHYHORSHGE\¶IRFXVLQJRQWKHSRVLWLYHHOHPHQWVRI
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H[SHULHQFH·,QKHUPRGHOWKHOHDUQHUVZKRFKRRVHWRGRWKLVDUHWKHRQHVwho are 
less concerned with extrinsic motivation and personal goals.  I suggest that, along 
the lines of this model, the perceived success gained from reading fluently at a low 
OHYHOPRWLYDWHGWKH¶JRRG·UHDGHUVOLNH$OLFH6X]LHDQG6WHYHWRUHDGHDV\Eooks for 
pleasure, from an aesthetic stance, and their fluency improved.  
 
 
But the less good readers, like Sally, whose goals were more extrinsic, and who were 
not so much interested in the experience of reading, but in what they thought they 
could extract from reading, persisted in choosing texts that they could not read 
fluently, and so their fluency did not improve, and their experience of reading 
tended to be negative. What is remarkable, as noted above in 8.6.4.2, is  that little 
effort appears to have been made by teachers of English in the third, fourth and fifth 
WHUPVWRFDSLWDOL]HRQWKHJRRGH[SHULHQFHVRI¶JRRG·UHDGHUVWRLQFUHDVHWKHLUIOXHQF\
even more by encouraging them with more ERPS;; instead, it was clear from the 
library records thaWHYHQZKHUHWKHOHDUQHUV·UHDGLQJH[SHULHQFHVZHUHSRVLWLYHWKH\
were reading very little by the end of Term Five .  
 
This failure to take advantage of an opportunity to provide positive experiences 
IURPUHDGLQJHDV\LQWHUHVWLQJERRNVDQGWKHUHE\LQFUHDVHOHDUQHUV·UHDGLQJIOXHQF\
seems to extend into the world of L1 education.   One reason for it may be that 
learners, both L1 and L2, are simply not being permitted to read for enjoyment, from 
the aesthetic stance. Rosenblatt (2005, p. 81), writing of L1 learners in US schools, 
WHOOVXVWKDW¶WKURXJKRut the entire educational process, the child in our society 
VHHPVWREHUHFHLYLQJWKHVDPHVLJQDODGRSWWKHHIIHUHQWVWDQFH·,WVHHPVWREHWKH
same for the ESOL learner;; the message is that this activity of reading is going to be 
assessed, therefore the reader needs to learn the facts, and should not expect the 
experience to be easy. Enjoyment is simply not a consideration, even though it might 
create the climate in which that other much sought-­after quality, fluency, would 
flourish. It is not taken into consideration that increased fluency and understanding 
of discourse, is a virtuous spiral, which creates in reading, through practice in 
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reading motivating, engaging and enthralling narrative, the ability to read fluently at 
progressively higher levels, an ability which can be transferred to the reading of less 
intrinsically motivational texts. In other words, L2 learner/readers can improve their 
language proficiency by ER, and actually enjoy doing it, as is shown in the model in 
Table 8.1, and, what is more, it will help them in studying subjects other than 
English. This is not a new idea;; Elley and Mangubhai (1983) described the effect in 
the Fijian Book Flood, and Hafiz and Tudor (1989) also found a positive effect on 
language skills generally gained through ER.   
 
But what has become apparent in this study is that learners who are never guided to 
select reading for enjoyment will find it very hard to develop fluency, and this may 
result in a vicious circle of choosing a text that is too hard, therefore being unable to 
read it fluently, and always having to read at a basic decoding level, which is very 
demotivating. These readers are often the ones who are not experienced readers in 
WKHLU/%HUQKDUGW·V(2005) model of proficiency (FIG 8.1), which relates reading to 
general language proficiency, illustrates how L1 reading capability, added to lexical 
and syntactical knowledge of L2, and modified by factors such as linguistic distance, 
DFFRXQWVIRURIDOHDUQHU·VDELOLW\WRFRPSUHKHQGDWH[W7KHRWKHULVZKDW
VKHWHUPV¶XQH[SODLQHGYDULDQFH·  Part of this unexplained variance, I suggest, may 
FRQWDLQWKHOHDUQHU·VDZDUHQHVVRIVWDQFHDQGKHUDELOLW\WRSRVLWLRQKHUVHOI
appropriately on the aesthetic/efferent continuum. 
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Figure 8.1 %HUQKDUGW·V0RGHORI'HYHORSLQJ3URILFLHQF\(Bernhardt, 2005, p. 
140) 
 
Alternatively, readers, often those who are experienced L1 readers, who understand 
how to select easy, enthralling texts for pleasure reading, will read these texts 
fluently, because they are easy, and because the stories are so good that they want to 
finish them, and therefore will obtain a lot of practice in fluent reading. This 
successful reading is motivating, and the learners who read like this will want to 
read more, and improve their fluency at higher levels in a virtuous spiral. 
Furthermore this fluency is transferable;; good readers obviously find reading 
¶GLIILFXOW·WH[WVHDVLHUWKDQSRRUUHDGHUV 
8.6 REASONS FOR THE CONCENTRATION ON THE EFFERENT STANCE IN 
TEACHING 
8.6.1 The environment in which GRs are produced and used 
Hill  (2008), as has been remarked, claims that GRs ¶are    being produced for a largely 
hostile environment in which extensive reading is little valued, practised, or tested.¶ 
It is the same environment in which teachers are trying to teach reading, and the 
constraints are the same.  He is referring to the context of English as an international 
language, in which context-­free, ostensibly culturally unencumbered language 
teaching, with an emphasis on communication and the aim of participation in the 
global economy, is paramount. Good results in high-­stakes tests such as TOEIC, 
TOEFL and IELTS which act as gatekeepers for university entrance and for 
migrating to other countries, are often the goals of L2 learners, and these tests do not 
have a literary component, so learners do not see the point of extensive reading.   It 
is not surprising that in this climate, learnerV·SURJUHVVLQODQJXDJHOHDUQLQJLVNHHQO\
measured. 
 
The problem with measuring is that certain aspects of learning are much easier to 
measure than others. The high-­stakes tests mentioned are widely respected for 
SURYLGLQJDYDOLGPHDVXUHRIOHDUQHUV·(QJlish proficiency. What they do not 
measure, and could not, is how much the learners, for instance, enjoyed the reading 
they had to do for the test, or how much the language courses they attended 
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broadened their horizons. But Widdowson (1979, pp. 179-­180) gives this extension of 
WKHOHDUQHU·VFRQFHSWXDOZRUOGDVWKHUHDGHU·V¶UHDO·UHDVRQIRUUHDGLQJ7HVWVGRQRW
tell us whether the learners, in the course of their studies, expanded their conceptual 
horizons.   If an ERP did encourage a reluctant learner to enjoy reading, it could be a 
life-­changing experience.  But a life-­changing experience would be almost impossible 
to measure;; which scale could one use? So it would probably go unmeasured.  
8.6.2 7KHWHDFKHUV·UHVSRQVHWRWKH¶KRVWLOH·HQYLURQPHQW 
In the same way, in classes where English is taught as a means of communication, as 
an international language, teachers tend to assess what is easy to assess, and what is 
difficult goes un-­assessed.   Knowledge of syntax and lexis is easy to test;; reading 
comprehension reasonably so. That is why, in the reading class, a good deal of time 
is often spent on checking that the learners have comprehended the text, which 
usually means findLQJRXWLIWKHLU¶HYRFDWLRQV·RIWKHVWRU\FRUUHVSRQGVZLWKWKDWRI
the teacher. There is an assumption that there is a right or wrong way of reading a 
text. This may be very dispiriting for the creative learner who happens to have 
focused on a different aspect of a text from the one focused on by her teacher or her 
SHHUVDQGKHQFHKDVSURGXFHGDGLIIHUHQW¶ZURQJ·HYRFDWLRQ,QWKLVFOLPDWHWKHUHLV
no room for an inspirational alternative.  But this culture of assessment is made 
necessary by governments who require IELTS and TOEFL scores for immigration, 
ministries of education, trustees of colleges, university academic boards, parents and 
learners themselves, who, perceiving the importance of public examinations, want to 
make sure they can pass them. 
 
THDFKLQJ¶WRWKHWHVW·LVDOVRSRVVLEO\HDVLHUWKDQLQWURGXFLQJDPRUHFUHDWLYH
aesthetic element into the classroom. Non-­native teachers of English may themselves 
EHOHVVWKDQFRQILGHQWRIWKHLUDELOLW\WRUDWHDOHDUQHU·VFUHDWLYHUHVSRQVHWRDWH[W
and may prefer an assessment system which demands black and white answers. 
Lima, in a perceptive article on the role of ER in teacher education, points out that 
ERPs are essential not only for the learners, but also for the teachers, especially those 
who teach EFL, to keep their English fresh (Lima, 2010), although in their case she 
may not be recommending GRs as reading material. 
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3.3.2 7HDFKHUV·RZQFRJQLWLRQV 
%RUJZULWLQJRQWHDFKHUV·RZQH[SHULHQFHDQGEHOLHIVVXJJHVWVWKDWWKH\DUHRIWHQ
LQIRUPHGE\ZKDWWKH\¶WKLQNGRDQGIHHO·(Borg, 2006, p. 1), and he  shows that 
WHDFKHUV·RZQFODVVURRPSUDFWLFHPD\EHLQIOXHQFHGE\SHUVRQDOKLVWRU\LQVFKRRO
professional coursework and the context they find themselves in (Borg, 2006fig 
10.02).  This suggests that teachers, particularly those who are not keen readers 
themselves, may well, because of their own backgrounds, be reluctant to bring 
extensive reading into the classroom. They may not have experienced it as a model 
for teaching, they may not have been taught to teach it during their training, and 
they may understand it as another form of intensive reading.  If a climate in which 
ER as described by Day and Bamford (2002) FRXOGEHSURPRWHGLQWHDFKHUV·WUDLQLQJ
colleges and nurtured, teachers would feel validated in promoting ER in their 
classrooms.  But this change would need to come from above. It would have to be 
accepted by ministries of education and academic boards that spending at least 50% 
of reading lessons doing sustained silent reading is not a waste of time, and reading 
many easy, enjoyable books for the experience of reading, is the best way to achieve 
fluency, which in turn is a pathway to fluent reading of more difficult academic texts.  
8.7 GUIDING LEARNERS TO THE AESTHETIC STANCE IN RESPONDING TO 
READING 
8.7.1 Confidence in reading 
Learner readers lack confidence in their ability to understand and critique texts;; 
Alice and Suzie, although enthusiastic readers, never offered any criticism of style 
when they read. Sally often misunderstood the substance of what she read (see 7.4). 
So it is strange that it is not more widely recognised that they need scaffolding, with 
easy, rather than difficult, GRs. This suggests a demand for more GRs written at 
levels for learners with vocabularies of less than 1000 headwords.  Learners who 
FRPHIURPFXOWXUHVZLWKKLJK¶XQFHUWDLQW\DYRLGDQFH·DQGWKRVHZKRVHRUWKRJUDSK\
is different from the roman script, tend to lack confidence to an even greater degree 
than those from similar cultures and writing systems. They tend to avoid reading 
texts which might make cognitive demands that are higher than simply recognising 
and decoding words, because texts which demand a synthesis of ideas are more 
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RSHQWRPLVUHSUHVHQWDWLRQDQGWKHSRWHQWLDOIRU¶ORVLQJIDFH·WKURXJK
misunderstanding is greater. They select books which present them with facts, and 
numerous pictures, in order to avoid going beyond meanings easily obtainable from 
the dictionary. This method of reading does not allow very much room for the 
reader to make her own meaning, or transaction, with the text. It also implies lack of 
critical appreciation, as if the learner/reader is not confident in her own evocation of 
a text, she is unlikely to be critical of it.  
 
But in spite of this need for confidence building and scaffolding the abilities of the 
learners, teachers do not seem to be guiding students towards texts which are below, 
rather than above, their levels. Teachers also tend to fall into the trap of encouraging 
learners to always read from the efferent stance, by demanding accountability for all 
reading, whether it is so-­called pleasure reading or not. And more books are 
produced for the intermediate, 1000 headwords and above, level, than for the lowest 
levels. 
 
8.8 SUMMARY 
In this discussion I have proposed that the reasons for the poor amount of reading 
done by the L2 learners in my study was due in part to lack of teacher guidance in 
the selection of GRs, in itself caused by an efferent stance towards teaching reading, 
resulting in the choice of texts that were far too hard for them.  This in turn has 
tended to encourage the production of more books at a level which is often too high 
for fluent reading.   
The effects of stance are illustrated in the model below. 
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Figure 8.2 Extensive Reading Model showing the path to positive and  
  negative L2  reading experiences 
 
Figure 8.2 shows that experience in L1 reading can allow the learner/reader to adjust 
her stance so that basic decoding is automatic, and can be effortlessly combined with 
WRSGRZQSURFHVVLQJWRUHVXOWLQIOXHQWUHDGLQJ$WHDFKHU·VJXLGDQFHLIDSSURSULDWe, 
and if applied, can help this pattern to develop.   However the inexperienced reader 
who does not have, or does not take, appropriate teacher guidance and does not 
select an appropriate stance will often not select a text that allows her to combine top 
down processing with basic decoding. Therefore she will never arrive at the stage 
ZKHUHVKHFDQXQGHUVWDQGWKH¶ELJSLFWXUH·DQGZLOOQHYHUEHFRPHDIOXHQWUHDGHU
Instead, she will be trapped in the vicious circle of perpetual basic decoding.    
 
From the evidence of my study, this kind of pattern in teaching was often 
exacerbated because reading was apparently taught almost always from the efferent 
stance, giving the impression that it was always difficult and always had to be done 
for an instrumental purpose.  Guidance towards texts which might have been 
considered too easy was not routinely given.  The notion of reading for enjoyment 
did not appear to be entertained, and learners who did not read for pleasure in their 
own languages never realised that reading could be a joy. They always read from the 
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efferent stance because that was all they knew, and often they ended up reading 
difficult texts by basic decoding which was not only demotivating, but also pointless, 
since they could not read well enough to understand the overarching message, only 
the discrete facts. Thus Sally (7.4.3) knew what a leopard weighed because she was 
able to extract facts from her reading, but could not understand the schema of a 
simple love story. Teachers (4.6)  felt obliged by the environment in which they 
operated to teach from the efferent stance, and many of them were also conditioned 
to do so by their own experience. So although the learners appear to expect to enjoy 
pleasure reading, and publishers provide a wide selection of GRs to enable them to 
do so,  the teaching perspective and the environment in which learners read 
mitigates against enjoyment.  
 
This environment does little to motivate the learners to read extensively, which is a 
double tragedy, for it deprives them of an enjoyable means of developing language 
proficiency and fluency, as well as a tool for expanding their conceptual horizons.  In 
the final chapter, I would like to suggest some ways of encouraging more emphasis 
on fluency and enjoyment of reading in the ESOL classroom, and to make some 
recommendations for more research into the benefits of truly reading for pleasure. 
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9 CONCLUSION AND RECOMMENDATIONS 
9.1 SUMMARY 
Data gathered from learners, teachers, publishers and academics in this study has 
shown that, as the original hypothesis suggested, the stakeholders in GRs, do not all 
have the same perceptions of their purposes and uses. This is reflected in their 
perceptions of Extensive Reading generally.  8VLQJWKHIUDPHZRUNRI5RVHQEODWW·V
Transaction Theory of Reading Response, I have shown that while learners and 
publishers feel that the primary purpose of reading GRs should be enjoyment, and 
therefore the reading response should be aesthetic, teachers often interpret the 
meaning of ER as a means of exploiting GRs in order to teach grammar and content, 
ZKLFKGHPDQGVDQHIIHUHQWUHVSRQVH7KHUHDVRQIRUWKHWHDFKHUV·DWWLWXGHVWR*5V
lies in their perception that their teaching must at all costs be accountable, and this 
may have discouraged publishers from producing a large number of GRs at very 
low levels, especially for adult learners, because they are not in such high demand as 
those at intermediate levels. 
 
This is not to say that reading in class should be exclusively extensive, or that there 
should be no accountability in learning.  Intensive reading is an essential component 
of learning to read in L2.  It can be used as a preparation for reading extensively, to 
introduce learners to unfamiliar topics, to pre-­teach content specific unknown words.  
It can and should also be used as it often is;; to demonstrate a language point or, in a 
content class, a content point.  But it is important not to lose sight of the fact that 
extensive reading, as well as intensive reading, is a valuable use of time, and in fact, 
an essential means of preparing learners to read difficult texts, both extensively and 
intensively, with greater facility.  If extensive reading is relegated to a Cinderella 
status, to be done at home, where only the converted reader will do it, or if it is 
allotted only parsimonious amounts of classroom time, the impression given to the 
learners will be that it is not worth classroom time at all, and therefore not worth 
doing for any serious purpose. The paradox of extensive reading is that it is called 
pleasure reading when it is often anything but a pleasure, and because it is supposed 
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WREHDSOHDVXUHLWLVQRWWDNHQVHULRXVO\)URPWKHWHDFKHUV·SRLQWRIYLHZ
sometimes the only good GR is one that can, to paraphrase Nuttall (1996, p. 171), be 
exploited.  So it is not the question of which intrinsic factors go to make a good GR, 
but rather the question of how GRs can be read as intended, for enjoyment, as 
pleasure reading, which needs to be addressed. 
 
Rosenblatt (2005, p. 81) writes in her essay The Literary Transaction¶WKURXJKRXWWKH
entire educational process, the child in our society seems to be receiving the same 
VLJQDODGRSWWKHHIIHUHQWVWDQFH·My study, in its review of the literature and in its 
analysis of the data created from the surveys, focus groups and case study 
interviews, suggests that a similar attitude applies in ESOL reading classes across the 
world;; they must produce a measurable result, calculable via an excellent exam-­
results-­to-­teaching-­hours ratio.  The alternative, reading for the sheer joy of it with 
little or no accountability, is hardly considered.  Learners become accustomed to the 
idea that reading is difficult, as they are often set texts that are way above their level, 
and attempts at pleasure reading are usually doomed from the start, because they 
may not produce any immediate or obvious outcome. The notion that reading is 
always difficult seems to have led some of the learners in my study to choose 
difficult texts, as a kind of self-­fulfilling prophecy. 
 
Publishers are indirectly influenced by the notion, supported by teachers and 
OHDUQHUVWKDW¶QRSDLQPHDQVQRJDLQ·ZKLFKOHDGVWKHPWRUHVSRQGWRWKHGHPDQG
for most GRs to be produced in the middle level ranges, between 1000 and 1500 
headwords (see 5.3.1.4.). But if more books were produced at lower levels, they 
FRXOGEHWKH¶KRRN·SURYLGLQJHDV\DFFHVVWRIOXHQF\ZKLFKZRXOGDOORZWKH
formation of the reading habit, and if more were produced above the 3000 headword 
level, this might be a bridge for learners who cannot quite read a novel written for 
native speakers. 
 
This attempt to read at a level which is too high, is a double tragedy because, as well 
as the learners never discovering the joy of reading for pleasure, they are also being 
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denied the well-­recognised rewards in fluency and vocabulary that frequent practice 
will bring to their academic reading. But in order to practise truly extensive reading, 
learners must be trained to distinguish it from other kinds of reading, and approach 
it from the appropriate stance;; it is up to teachers to give equal weight to teaching 
reading from both aesthetic and efferent stances.  If Sally and many other learners in 
the survey whose reading attitudes became less positive over the twenty months of 
the study had been guided more effectively in their choice of reading, their final 
attitudes might have been more positive.   For this to happen, the hostile 
environment observed by David Hill (2008, p. 189) in which extensive reading, and 
GRs in particular, currently function, needs to undergo a radical alteration. One of 
1DWLRQ·V)RXU6WUDQGVLVIOXHQF\EXWLWVHHPVIURPWKHVWXGLHVLQWKHOLWHUDWXUH
described in Chapter 2, and the perceptions of the teachers explained in Chapter 4, 
that there needs to be a greater recognition of the importance of reading fluency in 
ESL and EFL teaching.  
 
Under the headings of materials, stance and environment, I make the following 
recommendations to the stakeholders in GRs, who are also stakeholders in extensive 
reading for language learners. 
 
9.2 RECOMMENDATIONS 
9.2.1 Materials 
In general, the four publishers I selected for examination in my study collectively 
provide an excellent breadth of topic, register and culture, within the parameters of 
¶DJRRGVWRU\·IRUILFWLRQDQGDJRRGQDUUDWLYHIRUQRQ-­fiction. There is a need for 
much more material at the lowest level, perhaps especially aimed at a learner 
population not represented in my study, the primary and secondary school learners. 
They are the ones in whom the reading habit may be most effectively developed, if it 
does not already exist. But this area is also important for the low level tertiary 
learners, who, unless they are able to read a large amount of compelling material 
fluently, may give up the reading struggle forever.  Attention also should be paid to 
the top end of the learner literature, as, particularly in the case of learners whose 
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native language orthography and syntax is very different from English, there is still 
a significant need for scaffolded reading up to the level at which they can fluently 
read teen fiction written for native speakers. 
 
As to the possibility of using technology to increase the popularity and ease of 
extensive reading, this is a field which needs exploration, but the bottom line is that 
whichever medium is used for delivery of text, the text still has to be read, and if it is 
too difficult, fluency will not develop. Ideas of using electronic means to motivate 
reading are potentially very exciting, and possibly in future the concept of a good 
GR will include the electronic text. However, not all the learners in my study 
commented on internet reading at all, and those who did, described reading 
intensively, rather than extensively. It is probably as much in the production of 
materials, using increasingly sophisticated methods for grading and supporting 
simplified text, as described by Tom Cobb (2005), that computer technology will  be 
used, as in the reading of them.   
 
9.2.2 Use of materials 
However, the main thrust of my recommendations is for the teachers and 
administrators of teaching programmes.  While accepting that accountability, and 
therefore assessment in education, are both imperative, and this indicates an efferent 
response to reading, we must not lose sight of the fact that reading easy, enjoyable 
material from an aesthetic stance, provides the practice in fluency necessary to read 
efferently, at a more advanced level.  
 
The efferent emphasis on reading in class denies the value of the aesthetic, creative 
experience, and if reading is only taught efferently, learners may never come to 
realise the joy that can be derived from the actual experience of reading. If this is to 
change, direction has to come from above. Administrators of programmes need to 
set aside more classroom time for ER, so that learners develop the facility for fluent 
reading and thereby the capacity to understand a narrative, be it fictional or non-­
fiction, as a synthesis of ideas, and not just a collection of unrelated facts and isolated 
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words.  By doing this, programme controllers will demonstrate to parents and most 
importantly to learners, that ER  is as much a part of learning language as is 
intensive reading;; it is not just a bolt-­on extra, but an intrinsic part of the curriculum, 
and as such is highly valued.  
 
For effective ER for language learners, GRs are essential, as they make the reading 
choice easy;; learners can be directed to an appropriate reading level by their teachers, 
and they can be taught to select appropriately.  Teachers need to help inexperienced 
readers both in L1 and L2, to recognise the various purposes they have when they 
read, so that rHDGHUV·VWDQFHVDQGVWUDWHJLHVDUHDSSURSULDWHWRWKHWH[WVWKH\DUH
reading, and so that they choose texts that are appropriate to their purposes. 
Teachers also need to endorse the value of GRs, by never giving the impression that 
they are somehow substanGDUGDQGQRWYDOXHGDVKLJKO\DV¶QRUPDO·RU¶SURSHU·
books.  Skills such as skim-­reading for gist, scanning for specific information, and 
reading for detail are taught in intensive reading classes. Intensive reading is usually 
selected by the teacher, but in ERPs, the Day and Bamford principle of choice 
suggests to some teachers, that learners should be let loose in the library, at liberty to 
choose anything. Unfortunately, most of them choose above their level.  Therefore 
teachers need to guide them, in oUGHUWREUHDNWKH¶YLFLRXVFLUFOH·LOOXVWUDWHGLQWKH
PRGHOLQ)LJXUHDQGLQVWHDGGLUHFWWKHPRQWRWKH¶YLUWXRXVVSLUDO·7KLVPHDQV
recommending easy, engaging books for pleasure, which are not going to be 
dissected forensically. It means modelling the love of reading, by reading together 
with the students, in a sustained silent reading class.  In short, it means the 
development of an environment in which deriving enjoyment in reading easy texts is 
permissible. The maxim of no pain, no gain should be firmly rejected.  
 
9.2.3 Teacher education 
Perhaps more stress should be placed upon the importance of fluency in teacher 
education. Nation (2007) VD\VWKDW¶LQPRVWODQJXDJHFRXUVHVQRWHQRXJKDWWHQWLRQLV
given to fluency development, possibly because it does not involve the learning of 
new language items and thus is not seen as moving the learners forward in their 
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NQRZOHGJHRIWKHODQJXDJH·(YHQ if fluency is recognised in practising speech, ways 
of practising it in reading, using techniques such as speed reading and extensive 
UHDGLQJPD\EHQHJOHFWHG%HFDXVHLWLVDV1DWLRQVD\V¶WLPHRXW·IURPOHDUQLQJ
QHZLWHPVDQGDWLPHIRU¶JHWWLQJJRRGDWZKDWLVDOUHDG\NQRZQ·LWPD\EH
regarded as something learners should do on their own, rather than in class, so 
teachers may need convincing that fluency needs practice, and practice needs 
encouragement in class.  
 
Another focus for teacher education is described in a proposal by Lima (2010),  that 
WHDFKHUV·WUDLQLQJFRXUVHVVKRXOGLQFOXGH(5HVSHFLDOO\LQWKHFDVHRIQRQ-­native 
VSHDNHUWHDFKHUVDVLWZLOO¶UHIUHVK·WKHLU(QJOLVK7KLVZRXOGKDYHWKHDGGHGEHQHILW
of demonstrating to the teachers the aesthetic stance, which they may not themselves 
often adopt while reading English, and would validate their own introductions of 
ERPs into their classrooms.   
 
9.3 FURTHER RESEARCH 
9.3.1 7HDFKHUV·SHUFHSWLRQVRI(5 
As this study has indicated, there are many different understandings of what 
constitutes an ERP, and many ESL teachers in New Zealand do not seem to be 
highly aware of the research that has already taken place around ER.  My study on 
WHDFKHUV·SHUFHSWLRQVSURGXFHGDVQDSVKRWRIDIHZWHDFKHUVDWRQHHVWDEOLVKPHQW7R
broaden the research base, a quanWLWDWLYHVWXG\RIWHDFKHUV·SHUFHSWLRQVDQG
practices in ER could be done, in order to investigate the hypothesis that they teach 
mostly from the efferent stance, and the notion of enjoyment in reading is largely 
neglected. Following on from 9.2.3., this study could also include questions on 
WHDFKHUV·RSLQLRQVRIWKHYDOXHRIIOXHQF\DQGKRZWKH\EHOLHYHLWVKRXOGEH
developed.  
9.3.2 /HDUQHUV·SHUFHSWLRQVRI(5 
Because of the high rate of attrition of the learner population doing the survey, and 
because ultimately this study was a qualitative one, no statistical analysis was done 
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of the data collected. However, a quantitative study could be done on a wider 
populaWLRQRIOHDUQHUVXVLQJWKH¶RZO· survey instrument, to acquire a picture of the 
reading habits of L2 learners and to test the hypothesis that learners often do not 
read from an appropriate reading response stance, and their reading expectations 
are often disappointed.  
 
+RZDOHDUQHU·VDWWLWXGHWR/UHDGLQJLQWHUDFWVZLWKKHUODQJXDJHSURILFLHQF\WKH
expectations of her parents, teachers and peers, and with her own self-­confidence 
DQGPRWLYDWLRQKDVEHHQVHHQLQWKLVVWXG\WREHYHU\FRPSOH[%HUQKDUGW·VUHDGLQJ
model, shown in Figure 8.1, illustrates her contention that 50% of learner reading 
comprehension cannot be accounted for by L1 reading experience or L2 language 
proficiency, so there must be a number of other variables in the equation. My study 
KDVLQGLFDWHGWKDWWHDFKHUV·HQGRUVHPHQWDQGHQFRXUDJHPHQWIRUOHDUQHUVUHDGLQJ
easy, enjoyable books, with guidance in selection of appropriately easy texts and 
class time for reading, would improve reading attitudes and eventually reading 
proficiency, and qualitative,  longitudinal studies could, if they supported the 
hypothesis, add weight to the change in the L2 extensive reading environment  that I 
recommend.  I would like to undertake a study of the impact on a group of L2 
learners of an extensive reading programme on their subsequent capacity to 
understand academic texts.  
 
Through careful nurturing and encouragement of learners, by guiding them towards 
easy, enjoyable texts in their extensive reading programmes, and by allocating a 
significant portion of classroom time to sustained silent reading,  it is to be hoped 
that the hostile environment to ER and GRs, where (QJOLVKLV¶WDXJKWLQDFXOWXUH-­
IUHHHQYLURQPHQWLQWHUPVRIIXQFWLRQVDQGQRWLRQV· observed by David Hill (2008) 
will be changed, to the great advantage of countless learners of English as a second 
language. 
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Appendix 1b: Graded Reader Focus Group 2 
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Appendix 1c: Graded Reader Focus Group 3 
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Appendix 1d: Summary of Focus Groups 
6XPPDU\RI7HDFKHUV¶)RFXV*URXSVVRIDU 
KEY CONCEPTS in READING MOTIVATION 
1. Extrinsic: the book 
LEVEL Comprehension  Level important 
 SS and some WHDFKHUVGRQ¶WDOZD\V
understand the way GRs are graded. 
 Some ss comprehend better aurally. 
 Parallel texts good 
 Texts that start off with 10% target 
language and graduate to 100% 
 Books of movie help comprehension 
 Levels clear in libraries 
 Concept checking  Questions: what are they designed for? 
Most students AND teachers do not use the 
GR questions, yet they could help with 
concept checking. Could they be at the end 
of each chapter? 
 Can start discussions, which involve ss in 
sense of being part of a wider group; a 
UHDGHUV¶FOXE" 
 VOA audio recordings with transcripts 
have TOEIC type questions which were 
apparently v motivational for ss! 
 Also had skills testing questions, 
summaries 
 Questions provide an interactive element 
which might prove motivational 
 The answering of questions might 
encourage development of skills such as 
skimming, scanning, summarising etc 
 Scaffolded reading possible even if 
language not controlled. 
 Follow up  Things to pay attention to during reading 
which should be reported on later 
 Discussions  Discussions link reading with wider 
experience 
 Accountability  Filling in sheets about reading can be 
motivational for some. For others a huge 
turn-off. 
   
CONTENT Genre  If ss read a particular genre a lot, they start 
to be able to predict and it gets easier 
 Fiction  ,3&NLGVGRQ¶WUHODWHWRFODVVLFVOLNH2OLYHU
Twist. But Anne of Green Gables popular 
in Japan. 
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 Series like the Sweet Valley; teen fiction 
popular. 
 Also Gone with the Wind 
 
 Story  Some kids brought up with TV, 
imagination not stimulated. Need pictures 
to create imaginary world.  
 Non Fiction  Males especially prefer technical manuals 
and magazines. So there is a need for grs in 
these areas, to parallel the junior non 
fiction produced for school children, but 
often the vocab is too hard.  BUT ss like 
the illustrations. 
 Useful  It needs to be perceived to be useful. 
 But all language is potentially useful? 
DESIGN Cover A babyish cover will not encourage reading 
 Font Larger font encouraging for low learners 
 Type Choice of type important, as setting, design, 
margins, paper etc. 
 Pictures Date easily. Frequency and size vary from 
publisher to publisher. Question was raised, do 
publishers consumer test extensively before 
putting out GRs? 
   
MODALITIES Visual  PICTURES vital for low level ss.  
 Manga; a lot of ss read English manga. It is 
actually quite difficult lexically.. could 
manga be graded? 
  
 Auditory   Linking of book with the audio version 
downloaded onto MP3 suggested 
 SS quite often jog or work out with MP3s; 
a small step to listening to stories instead of 
music. 
 Some ss learn better aurally than visually 
 Possible to put GRs on the net or at least 
CD roms which ss could listen to 
 Cassettes in the library not used so much as 
ss have MP3s instead of cassette recorders. 
 Kinaesthetic  Different learning styles; sitting reading a 
book not the appropriate style for all. But 
see jogging above. 
 INTERACTIVE reading online 
 Computer games have a lot of reading in 
them; why not design book/games at 
various levels? People are riveted to them 
for hours.  
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CHOICE Culture  6VZDQWWRUHDGVRPHWKLQJRIµWKHLU¶FXOWXUH 
 Low level ss find reading about other 
cultures difficult; start with something 
familiar 
 Teens want something they are interested 
in; relationships, adventure, how to do 
things 
 Impossible to judge what ss like if there is 
not a great deal of choice 
 Ss are stuck with what is available 
   
   
 
 
Intrinsic: the person 
PURPOSE Extensive  We try to encourage ss to ignore words 
WKH\GRQ¶WNQRZ%XWHVS-DSDQHVHVV
stop at unfamiliar words. May be a 
habit? 
 You get a feeling for the words if you 
read on, eventually you get a total 
feeling for the meaning of the unfamiliar 
ZRUGLILW¶VUHSHDWHG 
 Intensive  Ss often read to find out. So the reading 
LVLQWHQVLYHDQGGRHVQ¶WSUDFWLFHIOXHQF\ 
CULTURE School systems  If only text book reading is done in 
schools, the students will  not become 
used to pleasure reading 
 Cost/ Censure  If books are expensive, and if they are 
censured,  then ss will not read 
extensively; Vietnam 
HABITS Role models  Teachers and significant adults need to 
role model reading 
 Families  Homes with books, parents who read, 
will help develop the habit 
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APPENDIX 2 
Appendix 2a: Interview with Philip Prowse and Maria Pylas 
Cambridge: Interview with Philip Prowse and Maria Pylas 5th December 2007 
 
 
(G gives brief intro to research) 
 
37KHUHZDVDVXUYH\GRQHLQ$XVWUDOLD,WKLQNLW¶V1)(5QRWDWKLFNERRNWKHVHDUH
LPPLJUDQWV¶UHDGLQJKDELWV,WPLJKWEHworth making a comparison. Do your students 
actually read? Do they have access to books? 
G: We have a very good library.. over 800 grs in it. (explains the ERP and the divergence 
between the pilot and the real thing.) 
3:KDW\RX¶YHEHHQGRLQJLVYHU\FORVe to our philosophy.. we started preparing for this 
VHULHVLQ,¶YHEHHQLQYROYHGZLWKUHDGHUVIRUIDUWRRORQJ,VWDUWHGLQ(J\SWDQGWKHUH
LWZDVQ¶WDFODVVUHDGHUEXWDQDWLRQDOUHDGHU,WZDVWKH*UDQG%DE\ORQ+RWHOE\$UQROG
Bennett.  19th C fiction. It was a posh hotel in London and the eccentric aristocracy who 
lived there and their goings on.  It was a Longmans Bridge Series, which I suppose was 
equivalent to our Level 6.  I was part of a pilot project and used to go into lots of secondary 
schools, 16 yer old Egyptian boys and girls who clearly struggled with the language because 
the lang level was quite high, but totally struggled with the cultural background, because they 
had not conceptual tools to deal with 19th C mores, so it was impenetrable, and they had to 
struggle with it because it was for an exam, so they all had Arabic teacher produced 
translations and little guides produced commercially, and we were trying to get something in 
the lesson to work, and I wrote lots of little playlets or dialogues which they could act out, 
scenes with which they could internalise the language and ironically there was a guy called 
John Milne who came out from Heineman to work in the in service training centre to teach 
writing. He was setting up HeinemDQUHDGHUVDQGKHVDZWKHSOD\OHWVDQGVDLGZK\GRQ¶W\RX
ZULWHVRPHWKLQJ-RKQ¶VELJWKLQJZDVLQIRUPDWLRQFRQWUROUDWKHUWKDQOH[LFDOFRQWURO<RX
VKRXOGJRDQGVHH6RUUHO3LWWVIURP0DFPLOODQ6KH¶VWKHLQKRXVHFRPPLVVLRQLQJHGLWRUIRU
their GRs... thHUHLVDVWUXFWXUDOOLVWLQWKHFDWDORJXHVWKH\KDYHQ¶WKDGDOH[LFDOOLVWPPD\
have one now, but information was always controlled.   Similar to what we were doing in 
Grand Babylon Hotel.  Limiting what the ss had to process. Over the years I wrote a number 
RIVWRULHVOLNHWKDW-RKQ¶VLGHDZDVWKDW\RXVKRXOGZULWHLQWXLWLYHO\IRUWKDWOHYHO 
G: Did the stories turn out as they should have? 
P: When I look back they are rather a bumpy ride but.. Heineman were the first and the books 
are still selling 30 years later. 
M: Do they have footnotes, worksheets etc? 
P: There are points of understanding at the back which I always refused to write. Occationally 
there were footnotes. 
*6R\RXZHUHQ¶WNHHQRQQRWHVHWF" 
P: When CUP decided to create a series we had a lot of discussions and what I brought to it 
was a firm belief that the best test of reading comprehension was when someone reads 
another book, when someone turns the page.  To create books that were real books, not 
school books.  There was an equation I think.. because someone is a learner in a language that 
they are somehow stupid.  But the child beginner has feelings just as much as anyone.  So the 
LGHDZDVQRWWRSDWURQLVHWKHOHDUQHUV,IWKH\DUHLQWHUHVWHGWKH\ZLOOUHDG7KHUH¶VQRSRLQW
in gLYLQJWKHPDVXPPDU\RIWKHWKHRU\,¶PVXUH\RX¶YHUHDG.UDVKHQ7KHUH¶VDZKROH
ERG\RIHYLGHQFHWRVKRZWKDW(5KDVDPLUDFXORXVHIIHFWRQVWXGHQWV6RZKDWZHGLGQ¶W
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need to do was replicate the other theories, because although there has been a healthy 
tradition of adapting classics, and although there are some honourable exceptions, like 
-HQQ\¶VZKRLVDEOHWRGRLWYHU\ZHOODQGWKHUHDUHVRPH+HLQHPDQZULWHUV0DUJDUHW[[[
most adaptations of real literature are appalling. We did a bit of research which I presented at 
the IATEFL conference in Manchester in 1998 where I took 6 versions of Dracula, and the 
original. I took the scene where D and his daughters come into a bedroom.. very erotic scene.  
And we did a workshop. I did it several times and passed it aroudn to see which version was 
easiest to read and the original came top every time.  Not only that but some of the versions 
FRQWDLQHGLWHPVZKLFKZHUHQ¶WLQWKHRULJLQDODWDOODQGRGGO\WKHVDPHLWHPV6RVHHLQJ
what was going on in Greece and Portugal and because of my experience with the GB 
Hotel .... and seeing what people were enthusiastic about reading.. so many of them were tosh 
and many were film adaptations, where you had to have seen the film yourself to understand 
it.  In the FLQHPD\RXKDYHWRVXVSHQG\RXUGLVEHOLHIDQG\RXFDQ¶WWXUQEDFNEXWLQWKHERRN
you can ask questions.   So the brief was not to write the 7th version of Dracula, but to write 
some really good stories which ss would want to read.   That sounds simplistiFDQGZH¶YHJRW
VRPHZULWHUV¶JXLGHVWRJLYH\RX7KHUHZDVDORQJVWDQGLQJP\WKWKDW'DYLG+LOOEHOLHYHV
WKDWWHDFKHUVFDQ¶WZULWHEHFDXVHWKH\DUHQ¶WSURIHVVLRQDOZULWHUVDQGVRDGDSWDWLRQVRI
classics are always going to be better.   So we started doing research into what our target 
readers (teenagers and adults) liked.  
G: How did you do that? 
P: By survey.. 2,500 students. Different people going into schools, very widespread.  And 
ZKDWFDPHEDFNZDVMXVWDVHYHU\RQH¶VKDLULVGLIIHUHQWHYHU\RQH¶VWaste in reading is 
different.   Not only that but there was no market differentiation at all by parts of the world, 
language level, age, gender.  Girls like romance, boys like thrillers... absolute rubbish!  The ss 
were quite sophisticated consumers of genre.  They had schemata specific expectations.  So 
we started out with clearly defined genres, so the learners starts out with well defined cultural 
landscapes.   When I was learning Swedish I could understand the words in books but I 
FRXOGQ¶WXQGHUVWDQGWKe jokes.  Then I found loads of cheap American paperbacks like 
Dashiel Hammett, and I read one in the morning and one at night in the Swedish translations. 
8QOLNHWKHDERPLQDWLRQVRI3HQJXLQUHDGHUVDQG2[IRUGGRPLQRVZKHUH\RXFDQ¶WPRYHIRU
endless questions and explanations.  In other words, they would be just books, like 
paperbacks, treating the readers as individuals, grown ups not giving them school books.   
This was the theory and the next stage was to try it out. So we got people to write one, each at 
a different level. Alan Maley, Brian Tomlinson, me, Jeremy Harmer, Sue Leather.   We all 
shared interest in telling a good story.  CUP then printed 6000 of each title and shipped them 
to countries all over the world, and schools were asked to use them, and from that piloting we 
learnt a lot about the need for invisible structural and lexical control, because the teachers 
UDWKHUWKDQWKHVWXGHQWVZDQWHGWKHERRNVWREHDWWKHVWXGHQWV¶OHYHODQGWHDFKHUVEHLQJ
conservative, they interpreted that as beinJZLWKLQDVWUXFWXUHRIJUDGLQJ:H¶OOOHW\RXKDYH
a copy of the lexical grading.  
07KDWGRHVQ¶WLQFOXGHWKHVWDUWHGOHYHOZKLFK,FDQVHQG\RXHOHFWURQLFDOO\ 
3%XWLW¶VQRWIRUSXEOLFDWLRQ$QGDOVRWKURXJKRXUSLORWLWKHOSHGXVUHILQHWKHOHYHO we 
were going for, so our level 6 is 3000 words, which is quite high, as opposed to Oxford.  So 
we worked at the levels and we subsequently added a started level and the input to the levels 
went all the way back to the General Service List, but also to corpus data which we have now, 
looking at other readers and text books published at different levels and the Cambridge 
learners dictionaries, because people think that a word list could be just a frequency list but 
WKDW¶VDWRWDOIDOODF\DQ\RQHFRXOGNQRFk off a frequency list from a corpus in an hour on a 
FRPSXWHUEXW\RXFDQ¶WWHOOVWRULHVZLWKLW(YHQZLWKLQWKHOHYHOVWKHUHDUHVWRU\WHOOLQJ
ZRUGVHJGLHNLOODQGVKRRWDUHQ¶WZLWKLQWKHIUHTXHQF\UDQJHDWORZOHYHOEXW\RXQHHGWKHP
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to tell a thrilOHU6RZH¶YHFUHDWHGIUHTXHQF\OLVWVDQGUHILQHGWKHPWKURXJKWKHSURFHVVRI
ZULWLQJ<RXZRQ¶WEHVXUSULVHGWRKHDUDOWKRXJK,NQRZ\RX¶UHUHFRUGLQJWKLVWKDW,¶YH
FRPSDUHGRXUVWRDOOWKHRWKHUUHDGHUV¶OLVWV+HLQHPDQGRQ¶WKDYHDOLVW0DFPLOOan may 
KDYHRQHVRRQ3HDUVRQWKHUHZHUHORWVRIRWKHUUHDGHUV¶VHULHVWKHUH3HDUVRQ
DPDOJDPDWHGDORWDQGWKDW¶VZK\LW¶VDYHU\URFN\VHULHV7KHUH¶VDJUHDWGHDORI
commonality between their lists and ours, but if you can prise lists out of Andy Hopkins and 
Jenny Bassett it would be a nice comparison. 
 
Then we started to do the writing and we did it by not advertising for writers but we held 
VRPHZULWHUV¶ZRUNVKRSVDWFRQIHUHQFHVDQGDVNHGSHRSOZKRZHUHLQWHUHVWHGLQZULWLQJDQG
essentially created a stable of writers, some of which are dyed in the wool ELT but others 
ZKRKDGOLYHGDEURDGQRWDOZD\VWHDFKHUVDQGQRZZHKDYHZKR¶YHGRQHDFUHDWLYH
ZULWLQJ0$RQHZKRWHDFKHVRQDQ0$FUHDWLYHZULWLQJFRXUVHSXEOLVKHGSRHWVVRZH¶YH
proved that we can create real books with real writers.  Inevitably teachers still want 
ZRUNVKHHWVHWFDQGWKH\DUHDYDLODEOHRQWKHZHEVLWHVRWKH\FDQJHWWKHPEXWWKH\DUHQ¶W
part of the book.  
 
I agree entirely about the comprehension level.  So if a student is meeting a new word they 
meet it in a variety of contexts.  At the lowest levels we have illustrations. And we have been 
able to eb VERY rigorous in keeping to that level, and we are sure that the writers use to the 
full the level they are writing for to avoid having reader speak.  They are able to keep the 
riting quite fresh. Graham Greene used to write what he called entertainment but in his 
entertainment there was always something in the background that was really strong, and it 
would be wrong for you to think that because we put enjoyment at the top of our list that we 
GRQ¶WWKLQNWKHVWRULHVVKRXOGEH$%287VRPHWKLQJ0\RSSRVLWLRQWRKDYLQJVRPHWKLQJLQ
WKHEDFNRIWKHERRNDERXWZKDWFRORXUFRDWVRPHRQHZDVZHDULQJGRHVQ¶WPHDQZHGRQ¶W
want reader response.  The worksheets on the website have suggestions to provoke reader 
response. Maria and I were in a recording studio on Monday because all of our stories are 
recorded professionally, like audio books, and also available as downloads.   
 
G: How do you manage with copyright? 
 
P: Just as anything, with a professional company all from the Cambridge E bookstore. The 
reason I am keen on recording is that from ss interviews, they say they read for lots of 
reasons, while jogging, in the bath and, my favourite, for memorising.   So the audio is 
terribly important.  The book that was being recoded on Monday is set in a S African country, 
a romance told against the background of HIV AIDS, first one ever about AIDS. If you look 
through the catalogue there are books about asylum seekers, Alzheimers, one called Staying 
Together about a Japanese falling in love with a Zambian.  Eye of the Storm, a Japanese 
father and daughter and a story which looks like a thriller but is also a cross cultural love 
story. 
M: WH¶YHFRYHUHGHYHU\FRQWLQHQW,WKLQN 
P: The research showed that they are learning English for international communication, not 
just for English or American culture.  We continued the research into content, by email.  I did 
it by putting out canned spoof blurbs for books, and asked teachers which they thought were 
suitable for the students and why.. eg school time massacre.. the boys returned to school 
wearing long black coats with guns underneath them... sort of Columbine.. all quite extreme.  
Stuff about drug peddling. Somthing about AIDS..     a horror about a beast that rapes a 
ZRPDQZKREHDUVDFKLOG,ZDVDPD]HGDWWKHWHDFKHUV¶WROHUDQFHRIWRWDOO\WDERRWRSLFVLQ
ELT.   This is the most politically correct building in the universe here.  So this has also 
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LQIRUPHGZKDWZHKDYHGRQH2QHWKLQJLILW¶VDFODVVUHDGHU)RUWKHSLORWLQWRVRPHWKLQJ,
ZURWH,LQVHUWHGWZRSDJHVRITXLWHJUDSKLFVH[XDOGHVFULSWLRQDQGWKHWHDFKHUVGLGQ¶WOLNHLW
because of the 14 year old boy at the back of the class ZKRVD\VPLVVZKDW¶VD"""""6RZH
were testing how far you could go.  We have marked some of our books with a little adult 
RQO\FRQWHQWV\PEROZKLFKLQGLFDWHVWKHUH¶VVH[RIVRPHNLQGLQLWEXWZHGRQ¶WKDYHJUDSKLF
physical descriptions.  But extramarital affairs and homosexuality... the normal stuff of life.  
:HKDYHQ¶WJRQHGRZQWKHSFURXWHZKLFKVD\VHYHU\WKLQJLQWKHJDUGHQLVSUHWW\ZHGLG
SXEOLVKWKHZHUHZROIVWRU\,¶PGHOLJKWHGWRVD\6RZHGLGQ¶WIDOOLQWRWKHWUDSRISXEOLVKLQJ
watered down stuff that patronises the reader.  Everyone knows every 14 year old is 20 going 
on 50..... 
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Appendix 2b: Interview with Jennifer Bassett 
Oxford: Jennifer Bassett: Summary of Interview 16th December 2005 
 
1. Value of Extensive reading programmes:  
 Give reader autonomy.  
 7HDFKHUVPXVWXQGHUVWDQG52/(RIWKHSURJUDPPHLW¶VQRWWROHDUQYRFDEZKLFK
may be very incidental.  This thinking is a hurdle to using the programme 
advantageously. 
 
2.  How to get readers HOOKED: 
Subterfuge and manipulation! 
 Start with STORY TELLING. 
 READING is not the primary goal. 
 Nobody can resist a story: stories are intrinsic to our being. They are a state of mind. 
 Therefore: 
 Tell the ss stories. 
  READ to the students 
 give them key words. 
 Make them make up their OWN stories. 
 They must be accustomed to getting involved in an alternate reality. Then they will be 
ready to ENGAGE with characters. 
 
2. When they actually begin to READ: 
 The LEVEL is vital.  I minus one or maybe even minus two. 
 This is very hard to get over to Asian stuGHQWVZKRWHQGWRWKLQNWKDWLILWLVQ¶W
KXUWLQJLW¶VQRWZRUNLQJ7KHUH¶VD3URIHVVRU6DNDULLQ-DSDQZKRKDVVWDUWHG
DQLQWHUHVWLQJZD\WRJHWVVUHDGLQJLW¶VVRPHWKLQJOLNHµUHDGDPLOOLRQZRUGV¶
,WGRHVQ¶WPDWWHUKRZORZWKHOHYHOLVEXWLI\RX¶YHread a million words you 
must have acquired something.  
 
Editing and Writing. 
 From the end product point of view, I want to give the reader the best possible reading 
experience, so that from the moment they open the book they are engaged in the 
world of thHVWRU\7KHOHYHOLVYLWDO$OVRWKHUHPXVWEHFKRLFH:HGRQ¶WDOOOLNHWKH
same things. Do you like sci-fi? A lot of people hate it.  For level, make them self test. 
,IWKH\GRQ¶WNQRZPRUHWKDQDFHUWDLQSURSRUWLRQRIZRUGVSXWWKHERRNDVLGHIRU
later. 
 ,QWKHSDVWJUVGLGQ¶WSD\HQRXJKDWWHQWLRQWRVWRU\WHOOLQJ7KH\DSSURDFKHGWKHZKROH
WKLQJIURPWKHWHDFKHU¶VPLQGVHWZKLFKZDVWRDVVHPEOHVXLWDEOHSHGDJRJLFGDWDIRU
input into the students.  Books written like that read like cardboard.  Sadly, every 
teacher thinks she can write a gr, but actually few can. They may be perfectly graded, 
QHZZRUGVLQWURGXFHGUHF\FOHGEXWLW¶VIODW 
 :KHQ,ZULWHDQRULJLQDOVWRU\LW¶VDQRUJDQLFSURFHVV,I\RXDUHZRUNLQJDWDYHU\
low level the language and thHVWRU\JRKDQGLQKDQGVRLW¶VSRLQWOHVVKDYLQJDYHU\
FRPSOLFDWHGSORWVWUXFWXUHIRUZKLFKWKHODQJXDJHGRHVQ¶WH[LVW)RULQVWDQFHLW¶VKDUG
WRZULWHDGHWHFWLYHP\VWHU\EHFDXVH\RXGRQ¶WKDYHWKHODQJXDJHRIVSHFXODWLRQ\RX
FDQ¶WK\SRWKHVLVHRURnly in a very cumbersome way.  But you CAN do some of this 
via dialogue, because of coure spoken language is much simpler than narrative. Hence 
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a lower level story is much better told through dialogue than through narrative.  It is 
possible to convey a lot WKURXJKGLDORJXHLI\RXFDQDFWLYDWHWKHUHDGHU¶VRZQZRUOG
knowledge.  Their schemas will vary according to culture, of course, but there are 
certain universals.  For example, if a woman leaves her husband and goes off with 
someone else, there is no culture that will not have an understanding of this, although 
they will all react according to their own cultural norms. 
 'LDORJXHKRZWRPDNHLWVRXQGQDWXUDO",W¶VJRWWREHUHKHDUVHGVSRNHQDORXGXQWLO
the cadences sound right. The language can be very simple. 7KH3UHVLGHQW¶V0XUGHUHU
ZKLFKLVDWOHYHOLQ%RRNZRUPVEHJLQVZLWKWKRXJKWVµ)DVWHU,FDQ¶WVWRSQRZ¶
Simple language which conveys the atmosphere and the predicament of the character 
immediately. 
 When writing it helps to begin with a lexical map which coexists with the situations 
and the plot.  The Bookworms word lists for each level are a kind of template or 
springboard which is used to start off with.  These are binding in the sense that it is 
not possible to use words which are outside the perceived lexical level that the 
students are at.  However for story telling you must have topic specific words, which 
is why there are glossaries in the back of the books, and students may have to make a 
special effort to acquire these, or maybe they are already part of their lexical set.  
 When the story is being written, the writer will have this lexical map in her head, but 
VKH¶VDOVRWKLQNLQJWKDWDWWKHFRUHRIWKHVWRU\WKHUHZLOOEHDUHODWLRQVKLS7KHVWRU\
may be a thriller as well, but to make it work as a story there have got to be emotions 
and feelings.  There will be, for instance, a sad bit. So the writer is thinking of words 
ZKLFKFDQEHXVHGWRFRQYH\VDGIHHOLQJVµ&U\¶FRPHVWRPLQGEXWLIWKLVLVQRWWREH
repeated ad nauseam perhaps some other words like sob, wail, weep, might also suit.  
These will not all be known to the learner at this level, but if the climate of sadness, a 
ZHHSLQJVLWXDWLRQLVQRZLQWKHOHDUQHU¶VPLQGKHLVQRWPHHWLQJZRUGVRXWRIWKH
EOXH,IWKHOHDUQHUQRZUHDGVµ6KHZDVZHHSLQJZKHQVKHZHQWLQWRWKHURRP¶KH
will probably realise that she was not sewing or cutting her hair.  
 The writer is thinking of the language along these lines at the same time as she is 
developing the plot. The writing is within a µUHGXFHGFRGH¶ but it is not completely 
binding. 
 7KH3UHVLGHQW¶V0XUGHUHUbegins with a classic story telling technique, straight into 
the plot, in media rerum. It presumes a schematic knowledge on the part of the reader, 
because it is set in a police state, unspecified but the assumption is that it is an Eastern 
European Communist state. The author deliberately does not waste time describing a 
police state, but the book has been a best seller, which indicates that readers all over 
the world have no difficulty in recognising the paraphanalia which goes with a police 
state, the censorship, the repression, the notion that the man is running away because 
he has no hope of justice, the way that one of the policemen does his job and asks no 
questions, while the other one starts getting needlings of conscience.  As long as a 
believable alternative reality is set up, the reader will get into that mindset.  
 /DQJXDJHLVSRZHUIXOLWFDQHYRNHDVWXGHQW¶VZRUOGNQRZOHGJHRIUHDOLW\DQGWKDW¶V
how it works. So often the culturally specific stories set in the West find resonances in 
other continents of the world. 
 This particular story is supported by illustrations, and again, these convey the reality: 
the running man in the beam of the spotlight. Illustrations are very helpful at low level 
to see into the story. 
 However, there are exceptions to starting straight in. For example, the Bookworms 
adaptation of Treasure Island. The original gives no specific information about the 
first person narrator voice until well into the first chapter, and for an Asian with no 
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prior knowledge that this narrator is a 12 year old boy, this might be very confusing 
and off-putting. So in the adaptation this information is given up front, so the readers 
are fixed culturally: this is a story about pirates and treasure, told from the point of 
view of a 12 year old. 
 
 
Setting of stories: 
 The setting is not that important. The Cambridge Graded Readers are set in non-
specific countries, but the characters are still clearly living in a western, Euro-centric 
civilisation, behaving in ways that may seem foreign to many readers.  Curiously, 
readers in other parts of the world can often relate to a Dickens novel with its strong 
family ties, respect for elderly members of the community, loyalty, betrayal, these 
things which do not find much place in modern novels in Europe and America.  
F rankenstein is another story with resonances: the universal horror story which 
crosses every culture.  Yet another: 7KH0RQNH\¶V3DZ, firmly set in an English 
industrial town, applies in any culture, any country. The three wishes: be careful what 
you wish for! 
 
 Cultural understanding check: Jennifer has a technique involving imagining three 
readers, all teenagers, one from Patagonia, one from Okinawa and one from 
Kazakhstan.  All the stories are set against what she imagines they will or will not 
know. 
 
Level of Stories: 
 Theoretically you can adapt any story for any level. Penguin does the same story for 
PRUHWKDQRQHOHYHO:KHQ\RX¶UHDGDSWLQJQRYHOVIRUOHDUQHUV\RXKDYHWR
remember that you are creating a totally new work. Teachers should not make 
comparisons with the original. This is completely irrelevant, because the original is 
accessible to the teacher but it is not for the learner, and it may never be. Therefore 
the adaptation must work in its own right, or it has no justification.  The story is based 
on the same ideas, but the adaptation has its own narrative structure.  
 The atmosphere of the original must be recreated in the adaptation, as far as possible. 
Jennifer explained how Bookworms had done two very successful adaptations of Jane 
Austen at level 6, Pride and Predjudice and Sense and Sensibility, and they are now 
working on a level 4 adaptation of Persuasion. This is not working so well because it 
is more cramped: the total word count prescribed is lower, and the Jane Austen spark, 
the witty, barbed remarks, have been lost. So she has negotiated with OUP to lengthen 
the book and put Jane Austen back into it. 
 
 Chronology: The stories do not have to be told in chronological order, as long as they 
are true to the narrative clock. 
 
 -HQQLIHU¶VEHVWZULWHUVDUHSXEOLVKHGDXWKRUs of fiction for native speakers, because 
they know how to tell a story.  
Oxford: Jenny Bassett 4th December 2007-12-08 
ORRNLQJDW$OWKHD¶VH[DPSOHV 
In  stages the typography has been very carefully designed. The leading is terribly important. 
(space between lines).  
20 years ago readers.., Bookworms were aimed at mid teenagers and above, of course now 
they are aimed at much younger . The idea formerly was to make bookworms appeal to 
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adults. ..In level 2 there are only 26 lines per page. Your average book is 42 or so.. with wide 
PDUJLQVWKDWJLYHVPRUHYLVXDODSSHDO«5HDGDELOLW\LVQRWMXVWWKHVL]HRIWKHIRQW 
But the idea was that bookworms should appeal to young adults and so the font should not be 
too big. Now they are for much younger readers also. 
,Q%RRNZRUPVWKH\ZHUHVRZHOOGHVLJQHGDWWKHEHJLQQLQJWKDWZHKDYHQ¶WIRXQGLW
necessary to change the design..  
0D\EHLW¶VQRWVRPHWKLQJWKDWWHDFKHUVQRWLFH«DOVRWKH\GRQ¶WUHDOO\XQGHUVWDQGKRZWKH
headwords are arrived at. 
7KDW¶VLQWHUHVWLQJEHFDXVH,¶YHMXVWKDGWRZULWHDQLQWURWRWKHERRNZRUPVKDQGERRNDQGWKH
marketing manager said to me what are headwords, the teachers keep asking me and nobody 
NQRZV,W¶VRQHRIWKRVHWKLQJV\RXWDNHIRUJUDQWHGDQGZKHQ,ZURWHWKHH[SODQDWLRQ
everyone was very grateful. These handbooks are provided as freebees and they have 
DFWLYLWLHVLQWKHPIRUWKHUHDGHUV$EULHIGHVFULSWLRQDQGDQLGHDRIZKDWLW¶Vall about. 
Yes, headwords.. there is of course an obsession with how many words there are in the text, 
especially in Japan.. for the marathon, the million words, they need to know. We need to put 
this on the cover.. which I hate, but there you are. 
And the KHDGZRUGVGRQ¶WDOZD\VFRUUHVSRQGWRWKHRWKHUSXEOLVKHUV7KH\DUHQ¶WWRWDOO\
SUHVFULSWLYHRQHOLVWPD\KDYHVRPHLW¶VLQWHUHVWLQJEHFDXVH\RXQHYHUNQRZZKDWDQ
LQGLYLGXDOUHDGHU¶VOH[LFRQPD\EH<RXPD\NQRZWKH\DUHLQWKHVHFRQG\HDUVRWKH\Pay 
have done a certain level of classwork.. but.. 
What about a book club, where people talk about what they are doing? 
 
&RPSDULVRQRI)UDQNHQVWHLQZLWK'DQWH¶V3HDN 
Book of the film.  (probably Penguin). Level 1 Penguin do a lot of film novelisations and 
'DYLG+LOOLVYHU\FULWLFDORIWKHPEHFDXVHLW¶VYHU\GLIILFXOWWRWHOODJRRGVWRU\EDVHGRQD
film. People think you just watch a film and write down what happens. But the film is 
packing in visual information all the time and you have to decode it and then write. In fact 
LW¶VEHWWHUWRZDWFKLWDQGWKHQJRDZD\DQGZULWHGRZQZKDWKDSSHQV 
Class readers.. you still have to have choice. You must let them choose because then they 
LQYHVWVRPHWKLQJRIWKHPVHOYHVLQPDNLQJWKHFKRLFH6RLIWKH\GRQ¶WOLNe it, they can take it 
back to the library. 
What do you do.. gather them together in a sort of book club chat group? 
No, individual interviews. I generally get a rehash of the plot but I do get comments too. The 
best thing is that they actually enjoy telliQJPHDERXWLW«\RXPHQWLRQFOXE 
'LG,VHQG\RXWKHERRNFOXEUHDGLQJFLUFOHV"7KDW¶VEDVHGRQWKHSUHPLVHWKDWLW¶VQRUPDO
EHKDYLRXUSHRSOHWDONDERXWVWRULHVWKDWWKH\¶YHH[SHULHQFHGWKH\ZDQWWRGLVFXVVZKHWKHU
they like them or not. The reading circle formula exploits this.  
,WKLQN,¶GOLNHWRLQWURGXFHWKDW$OVRWKHLQWHUYLHZV,IHHOWKDWWKH\KHOSWRJLYHWKHVVD
voice .. an opinion on the book. 
(VSHFLDOO\ZKHQWKH\¶YHFRPHIURPDKLJKO\VWUXFWXUHGHGXFDWLRQDOV\VWHPWKH\DUHQ¶W
expected to KDYHDQRSLQLRQ6RWKHLGHDWKDWWKH\FDQVD\WKH\GRQ¶WOLNHDERRNWKH\FDQDFW
like a normal reader. 
7KDW¶VRQHRIWKHWKLQJV,DOZD\VVD\DERXWZULWLQJWKH/UHDGHULIWKH\GRQ¶WXQGHUVWDQG
they are likely to blame themselves, not the text. If yRXORVHWKH/UHDGHU\RX¶YHORVWWKHP
EHFDXVHWKH\KDYHQ¶WJRWWKHFRQILGHQFH 
$OVRWKHLILWGRHVQ¶WKXUWLW¶VQRWGRLQJDQ\JRRG\RXKDYHWRKLWWKDWRQHRQWKHKHDGVR
hard. Japanese teachers, particularly, no pain no gain. The indoctrination at the beginning is 
WKHPRVWLPSRUWDQWSDUW<RXKDYHWRH[SODLQWKDWZKDW¶VJRLQJRQLVQRWSHUFHSWLEOH7KH\
ZLOOEHZLGHQLQJDQGGHHSHQLQJWKHLUNQRZOHGJHWKH\ZLOOXQGHUVWDQGWKHFRQWH[W<RX¶UH
never going to learn this from a vocabulary list. 
 223 
 
Do the ss read many bookworms? 
They did read some but not a lot. More Dorling Kindersley than anyone.. because of doing 
SURMHFWV,W¶VQRWUHDOO\UHSUHVHQWDWLYHDQGLWLVQ¶WORQJHQRXJK,¶OOVHQG\RXWKHILQLVKHG
thing which will give a better picture. 
Your ss must be quite imaginative to come to NZ to learn English. 
(G explains about IPC origins.) 
Ah so they were labelled problem to start with. 
&KRRVLQJVWRULHVWRXVH:HKDYHWRKDYHDWDONDERXWZRUOGVHULHVLVVXHV,¶PFRQVWDQWO\
looking for them.  We have coming out a book of stories from NZ and Australia. In each 
volume is a Maori writer and an aboriginal writer. Interesting making the selection of suitable 
stories for adaptation and would have a universal appeal to cultures.. The ab writer 
particularly painted a very black picture of ab life and attitudes and we realised.. it was a v 
good story, well told.. Archie Weller. We realised we could only have included that story as it 
was by an ab writer..if it had been a European writer it would not have been accepted in our 
educational context..we would have been accused of colonial sympathies but because they are 
DERULJLQDODQGLW¶VDERXWWKHLURZQSHRSOHWKH\DUHILUHSURRI3&QHVV\RXDUHORRNLQJRYHU
your shoulder for the PC police all the time. 
 
Re contemporary short story: J asks are they able to read extensively, or are they sitting there 
with a dictionary? 
Red dog: good one, adapted by Jenny. 
Short stories are very good.. the length of text is very important for emergent readers. The ss 
is an experience that can be over quite quickly.. achievable. 
$WWKHORZHVWOHYHOV,GLYLGHWKHPLQWRFKDSWHUV,ZRXOGQ¶WZDQWWRKDYHDFKDSWHUWKDWZDV
more than 4 pages long.  
*WHOOVDERXW3DWULFN)RVV¶VVHULDOWKH.2%(VWRU\ 
Starting from the writing end.. how is it possible to tell a really good story in reduced code. 
1HZWHFKQLTXHVVWUXFWXUHV<RXNQRZVFKHPDWKHRU\"$K"<RX¶OOKDYHWRWRXFKRQWKDW
Langue and parole. What do we mean by a good story? Not one that you personally like, 
because a good story can be one that has often been told before.. the way it is told that might 
engage the reader more than another. the difference between fabula and sujet.. Fabula is 
UHDOO\QRWKLQJ«VWXGHQWVPD\VD\WKH\OLNHORYHVWRULHVRUIRRWEDOOVWRULHV%XWWHDFKHUVKDYH
GOT to read the stories before, so they can recommend them, to particular stories. A good 
VWRU\ZHOOWROG\RXGRQ¶WKHDUWKHQXWVDQGEROWV(*WKH'D9LQFL&RGHLWVWRRGRXWKRZ
badly it was written. 5 consecutive paras had all begun with a participle. Lazy writing. You 
can use the excuse when you are retelling the story for a different readership. I would never 
add material not warranted in a text, but I might feed in some internal glossing. The intro to 
2OLYHU7ZLVW'LFNHQV¶UHDGHUVZRXOGKDYHNQRZQZKDWWKHZRUNKRXVHZDVEXWWRGD\¶VVV
would think work house? Office. So how do engage readers? I have to work in what the 
workhouse was, otherwise they will be misled and have a negative approach.  The PHd 
student who thought that Oliver Twist was a contemporary novel. 
I write a preamble text and one on the back of the book. These are both to give the reader a 
FIX.. to know that OT is not now.. not necessarily exactly when. 
0\SXEOLVKHUKDVSXWPRGHUQFRYHUVRQWKHERRNVDQG,GRQ¶WOLNHWKHP-DQH(\re looks like 
a modern teenager, and that to me as a story teller is wrong. (Not what Jenny agrees with, 
EXWGRQ¶WTXRWHWKLV 
Whereas love among the haystacks, the old cover with hearts etc, better than the girl in jeans, 
which hints of modern society not a restrictive society. 
Questions at the end of the book: discuss the cover? IS it good? (facetiously). 
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3UREOHPRIVVZKRWKLQNLIWKH\GRQ¶WUHDGDORWRIZRUGVWKH\GRQ¶WNQRZWKH\DUHQ¶WOHDUQLQJ
anything. But the whole point of ER is to do other thingVWKDQOHDUQYRFDE7KH\GRQ¶WVHHP
to realise that the concept of ER is equivalent to conversation.. Reading must be seen as 
HQMR\DEOH3URIHVVRU6DNDLLQ-DSDQKDVVHWXSWKHUHDGDPLOOLRQZRUGVDQGWKDW¶V\RXU
WDUJHW«LW¶VPHDVXUDEOH,WUHPRYHVWKHGebate from WHY and difficulties of the text  to how 
PDQ\:25'6/RWVRI-DSDQHVHKDYHODWFKHGRQWRLWUXOHVWKH\PXVWQ¶WXVHGLFWLRQDULHV
WKH\SXWWKHPEDFNLIWKH\GRQ¶WOLNHWKHPDQGZKDW¶VWKHrd? They have to read at levels 
which they can manage. 
,W¶VLQWHUHVWLQJWKDWWKH\GRQ¶WDOZD\VUHVSRQGWRVXSSRUWWKHUH¶VQRWKLQJDJDLQVWH[SODLQLQJ
in their own language: good. Examples of Jordanian schools BC teacher where schools are 
very resource poor and no heating.. they take it as normal. So keen to learn. SO this wife of 
the B ambassador collected money for setting up ER programmes.  Teachers had a book box, 
and her master stroke was that the teachers HAD to read the books before giving them to the 
ss, and WOULD  be TESTED. They were thus reading models. Easy to test ss because just 
ask them which is the most important moment in this story. They also had to be got past the 
FHQVRUV\RXFDQ¶WKDYHER\VDQGJLUOVLQWKHVDPHURRPHWF$OOYHU\K\SRFULWLFDO5DSH
illegitimate children, judicial murder etc. But the AM wife said these are not texts that are 
taught in class. They are read outside of class. So there is no direct relationship between the 
texts and the teachers.  And that was OK. 
The text that engaged a lot of ss was the Scarlet Letter. They could relate to it.  They were 
engaged by all the stories, though. But it was inspiring to see these kids perform. And they 
were engaged by the stories. I am convinced that a good story is the crux. 
)RUSULPDU\VFKRROFKLOGUHQRIFRXUVHLW¶VPRUHLPSRUWant to work within the schema they 
already have. 
There are no new texts.. they are all recycled. If you reduce a lot of stories to the fabula, there 
DUHDORWRIVLPLODULWLHV,W¶VKRZWKH\DUHWROG 
 
Everybody needs stories. Mark Turner, The Literary Mind: stories are an essential part of the 
way we think. We use stories to organise our thoughts. 
Reading itself is perhaps a very new occupation, but stories have been around ever since 
language became a serious entity. Reading is just one way of accessing stories, but the 
problem is to make it a cool and sexy way of doing it. I always quote Tolkien in Tree and 
Leaf, where he says that lang is much more progenitive than images, in film or tv or whatever. 
Quote: if a story says he walked through the valley and up the mountain path the images that 
DULVHLQWKHUHDGHU¶VPLQGZLOOEHFRPSRVHGRIDOOWKHPRXQWDLQVDQGYDOOH\VWKDWWKHUHDGHU
has ever experienced, either directly or vicariously, whereas if you see a film, you only get 
WKHGLUHFWRU¶VLPDJH7XQQHOYLVLRQ6DPHZLWKµDEHDXWLIXOZRPDQ¶,QDVWRU\WKDW¶V
HYHU\RQH¶VLGHDVEXWLQDILOPLW¶VRQO\WKHILOPVWDU,WLVQRWWKHUHDGHU¶VRZQLPDJH:RUGV
have a much greater potential to generate images. In a reading everybody has their own 
schematic knowledge, which is ACTIVATED by the words. So cultural imperialism is much 
much worse if done through images. Words have a  much freer progeniture, even if they 
describe specific cultures.  A way into Oliver Twist, for instance. You have a 10 year old boy. 
His pDUHQWVDUHGHDG+HKDVQRPRQH\+H¶VRQWKHVWUHHWV+HZRUNVOLNHDVODYH:KDWGR
you think is going to happen to him?  This establishes the universality of the story. A good 
way to give over ownership of the text to the ss.. get them to rewrite the endLQJ,GRQ¶WOLNHLW
when Tess is hanged at the end. That was wrong .. the justice system was wrong. 
(Jenny looking at the owl survey). 
Why do people choose what they choose? If there is a strong cultural flavour (ie dialect) it 
might put people off. 
I smell a cultural agenda a mile off. (about stories in dialect). 
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7KHNQRZOHGJHDOUHDG\H[LVWLQJLQUHDGHUVWKDWWKH\EULQJWRWKHWH[W,WKLQNDJRRGVWRU\«
One of the criteria is that it sets up its own schema very early on. Tolkien does this..a page, 2 
pages in, you accept suspension of disbelief. His world becomes self referential. As the 
reader reads he acquires knowledge of this world.  This shared knowledge is very important 
in writing graded readers. How to involve the readers? How to make it complete. How to give 
them the illusion of being a privileged group.  I always try to work in something that makes 
the reader feel privileged.. they are in possession of some information.. like the three wishes.  
<RXNQRZLIWKHUHDUHWZRWKHUHZLOOEHWKUHH,W¶Vtapping in to this universal story schema. 
5XWK5HQGHOOLW¶VQRWZKDWKDSSHQVLW¶VZK\DQGKRZ(YHU\VWRU\FDUULHVLWVRZQFXOWXUDO
norm. It can be quite far from the reader.  If you can engage the reader to that extent it 
GRHVQ¶WPDWWHULILW¶VRXWVLGe their experience.  They feel they could be part of that culture and 
experience.  Emotions like terror and fear and guilt are universal. 
Pleasure reading: divergence on the 8th principle; reading is its own reward. 
+DYH\RXVHHQWKHJUH\ERRNV"7KH\DUHQ¶t adaptations in any way but they are selected very 
carefully for level. (stories suitable for learners.) Sci fi.. good for boys. Less touchy feely. 
Re the break down of case study borrowing. 
Pearson Longman have been bought by an American conglomerate.. PHQJXLQDUHQ¶WDQ
education publisher.. they have to bring things out in a year, whereas dedicated educational 
publishers, like Oxford and Cambridge, have to dedicate 3 years to bringing something out.  
If I think an adaptation is bad, and needs a complete rewrite, they never argue. They say go 
ahead. 
The Collection: very modern. Very embedded in the western visual tradition; they are very 
GDUN1RWVXUHLIWKH\ZLOODSSHDOWRWKH$VLDQPDUNHW:KLFK,¶PVXUHWKH\¶OOEH:KDWLW
comes down to .. the packaging and font and the length of line.. I looked at one or two of 
\RXUFROOHDJXH¶VH[DPSOHV 
Re my case studies:  one girl reads everything and she is FAMILIAR with schema in her own 
language.. easier for her. 
7KDW¶VZK\WKHUHKDVWREH&+2,&(\RXFDQQRWOHJLVODWHIRUVWXGHQWV¶UHDGLQJWDVWHV 
Do you know The Child that book?  ??? The Child the book made??? 
Motivation increased by having attention paid to the task. 
%UHDNVLQWKHWH[WHYHU\SHUPXWDWLRQWULHG,QWH[WDWWKHHQGDWWKHVLGH«HWF 
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Appendix 2c: Interview with Sorrel Pitts 
INTERVIEW  with SORREL PITTS of Macmillan March 3rd 2008-03-16 conducted by 
telephone. 
 
Premise on which the GRs are chosen: 
Most are retellings because they have  
 International appeal 
 And if they have been made into films, commercial appeal 
 
Academic side: 
 Linear story 
 No flash backs 
 No confusion 
 No multiple narrators 
 No sensitive subjects, ie no strongly religious themes, homosexuality 
 Sexual content minimal 
Choices made from: 
 Films that have been adapted from classics eg Robinson Crusoe 
 Competitions 
 40 or 50 titles to start with whittled down and resulting titles send to market 
representative to give opinions 
 If there is anything unsure about the content, a book report is obtained 
 Da Vinci Code:  book report said it would never make a GR 
 
-RKQ0LOQH¶VLQIRUPDWLRQFRQWURO 
 Books simplified not according to set rules about basic words, but rather in terms of 
information.  Words explained within context if difficult.   Structures are according to 
levels BUT better that a story read well than avoid using the correct structure.  
 5HDGLQJLVDSDVVLYHDFWLYLW\VLFOHDUQHUVFDQUHDGHYHQLIWKH\FDQ¶WSURGXFH
structures. 
 Grading of structures based on the Cambridge Exam levels. 
 
AUDIO: 
Macmillan has always had audio.  Now 60% of books have an optional CD. 
 
Advanced level just starting original commissions.  
Retellings in response to market demand.  This is gauged by questionnaires given to market 
representatives. Teachers and librarians? Students are not asked because they are not the ones 
buying the books. The classics sell very well, and indeed anything that is well known.  Also 
FODVVLFVDUHFRQVLGHUHGµVDIH¶DVUHJDUGVFRQWHQWIRULQVWDQFHLQ7XUNH\ 
 
The rights issue: clearly modern novels bring with them issues of copyright, whereas the 
classics do not.  Sorrel has written a Masters dissertation on this subject, which she has sent 
to me. 
 
The future: 
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She sees this as including digital: e-books will be more widely produced as students read less.. 
but she does not think the conventional book will die out; there will always be a place for 
print. 
 
16th March 2008-03-16 
+DYLQJMXVWUHDG6RUUHO3LWWV¶GLVVHUWDWLRQRQWKHULJKWVLVVXHVRIDGDSWLQJERRNVIRU*5VVKH
sounded keener in the interview on adaptations of the classics than she is in her dissertation.  
However, the focus isQ¶WTXLWHWKHVDPH 
The major difference in her approach and where I am coming from is that she is keen on 
selling the books. I am trying to find out if they actually get read, and what makes the 
learners come back for more. 
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Appendix 2d: Interview with Nhala El Geyoushi 
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Appendix 2e: Interview with David Hill 
December 2005: David Hill: Summary of interview. 
 
1. If people want to learn English, they have to be prepared to read. This is not 
optional.If you are serious about being effective in English you have to read. 
2. Beginning reading: DH feels, (this is not backed up by research) that some people 
have never mastered orthography, so find it difficult to read. If 20% of English school 
FKLOGUHQOHDYHVFKRROZLWKRXWEHLQJDEOHWRUHDGLW¶VOLNHO\WKDWLQRWKHUFRXQWULHVLW¶V
WKHVDPH7KH\KDYHQ¶WDFWXDOO\PDVWHUHGWKHVSHOOLQJHWF 
3. Thus, effective teaching of reading from the very beginning has to be done.  And at 
the beginning levels of GRs, the use of cassettes and CDs is very helpful, so that 
while you are listening you are following the printed word.  My vision is that all 
school children in the Tokyo metro will be reading graded readers. Also, for a reading 
programme to be successful you have to use class readers.  You have the library 
reading for quaQWLW\DQGWKHFODVVUHDGHUVIRUTXDOLW\KRZWRUHDGZKDW¶VLQYROYHG
the dialogue you have with the book. This has to be taught, for nobody seems to be 
UHDGLQJPXFKLQDQ\ODQJXDJHWKHVHGD\VVR\RXFDQ¶WDVVXPHWKHUH¶VDQ\H[SHULHQFH
of building up pictures from texts. When we watch television, the background, 
H[SUHVVLRQDFWLRQLW¶VDOOWKHUHJLYHQWRXV7KHUHLVQRWKLQJWRFUHDWH7KHUH¶V
nothing creative about watching television or film.. not in the sense that you have to 
build it up yourself.  
4. Therefore, I have been producing teaching guides, that try to ascertain if ss have 
understood the text, and I try to weight it in such a way that I am alongside the reader, 
asking what are we going to make of this book? How far have we got, what is the 
proEOHPZKDWVXJJHVWLRQVKDYHZHJRWDVWRZKHWKHULW¶VDERUF" 
5. Illustrations in grs.  The Oxford Dominos:these use photos from films of the book, 
and they irritate me beyond measure. For instance, Hard Times.  Mr Bounderby is 
described all the time as having a head like a cannon ball and hair that sticks up and 
his face is all red and he is totally unattractive, and they use Alan Bates, who looks 
kindly and avuncular, and gives the wrong impression, and film images give a very 
powerful impression because they are film. Illustrations get far more into a text.  The 
problem is that the publishers want people to buy the book, and they think pictures of 
film stars witll sell them. Of course, the book lasts far longer than the film does.  But 
this series has some very good points.  
6. Annotating the text. I think this is marvellous, and they should be annotated in the 
margins. But some of the questions are not good questions, and if they are answered 
by the ss and then not reworked by the teacher, they might be left with the wrong 
anwers forever. Also there is no suggestion of building up word groups in order to 
learn them more efficiently. 
7. However, they do have very good reading and writing projects.They give you a 
sample piece of writing, and information to create a similar piece of writing. They 
could also give practising of constructions that will be at this level, and draw attention 
WRWKHPRQHRIWKHVWUXFWXUHVWKDWLVVRYLWDOLQVWRULHVLVWKHSDVWSHUIHFW,KDYHQ¶W
worked very hard on the grammar because it bores me, but that is one of the key 
contructions.  The past perfect.. if you miss that you miss the point.         
 
David Hill: Edinburgh 21st December 2007 
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D: Dantes Peake: Penguin: books of the film They do them so badly. I think the reason that 
the author has in mind the film and makes assumptions that are impossible for the reader to 
SLFNXS,W¶VQRWUHDOO\VHWRXWSURSHUO\+DYH\RXHYHUZDWFKHG0U%HDQ"-RKQQ\(QJOLVK"
Do you remember the theft of the Crown Jewels? He walked backwards and fell down the 
KROHZKLFKKDGEHHQGXJE\WKHWKLHIDQGKHKDGQ¶WVHHQWKHKROHEXWHYHU\RQHHOVHKDG
7KLVLVYHU\IXQQ\EXWLQWKHWH[WVXGGHQO\KHIDOOVGRZQWKLVKROH:K\"WKHUH¶VQRUHDVRQ
That sort of thing makes me very cross. 
G: One of my VVFKRVH0U%HDQEHFDXVHVKHWKRXJKWLWZDVIXQQ\EXWVKHGLGQ¶WXQGHUVWDQGLW
DWDOO7KHUHDUHFXOWXUDOWKLQJVZKLFKVVGRQ¶WIROORZ 
'<RX¶UHULJKWEXWWKH\FDQ¶WXQGHUVWDQGLWLIWKHVW\OHRIZULWLQJPDNHVLWLPSRVVLEOH
Probably the best readers ever done were the ones done by John Milne who edited original 
Heinemann guided readers and he was very adamant to make things explicit. He also went to 
great lengths to provide notes of explanation about .. the background  I think the best thing he 
did was Shane.. the background is the homesteaders versus the ranchers.. there were pictures 
DQGGLDJUDPV1RZWKH\GRQ¶WKDYHH[SODQDWLRQVZKLFK,WKLQNLVYHU\YHU\VWXSLG 
&DPEULGJHGRQ¶WOLNHH[SODQDWLRQVDWDOO 
They are originals set in modern times.  
Philip Prowse wrote a lot for John Milne so he did pick up a lot about making things explicit 
and the stories on the whole are quite straightforward. 
*7KH\¶UHTXLWHJRRGDUHQ¶WWKH\" 
D: I find them a bit dull, the characterisation is very poor. I realise this.. I worked on Hard 
Times for Dominos and then I did one a Cambridge one about Inspector Logan set in 
Edinburgh, and there was just nothing going on whereas in HT there was so much going on. 
The only trouble with HT was they used stills from the film. Are you familiar with HT? Mr 
%RXQGHUE\LVGHVFULEHGDVKDYLQJDKHDGOLNHDEDOODQGYHU\XJO\DQGWKHQLQWKHILOPLW¶V
Alan Bates, looking very   .... They should find someone in the film who looks like the 
character.  
7KH\KDYHDORRNDW$OWKHD¶VFRPSDUDWLYe GRs).  
Some of the fonts are larger for the advanced than the elementary. 
(G recounts her self study). 
,VLWWKHVDPHDVHDV\UHDGHUVLQORWVRIODQJXDJHV",¶PJODGWKH\GRWKHPLQ5XVVLDQ 
I had my own experience which I think is valid. Personal experience is very helpful. I once 
read Decline and Fall in one volume all in one volume and it was very tiring to read. I got the 
complete edition of Scott, and each title is produced in 3 volumes. I skipped through like 
anything. I read some books in large print in the library and first I was a bit surprised that 
going back to the normal ones was really hard work. So I think that Oxford produced their 
Alpha books in the 1980s.. two things wrong.. one of them was using too small print. 
Now I think the Bookworms are rather good. The leading is large.  And the cover makes you 
think you are reading a grown up book. 
7KHOHQJWKRIOLQHIDFWRU3HQJXLQDFWLYHUHDGLQJGRQ¶WNQRZLI\RX¶YHVHHQWKRVH1HZ
series. They ( negative statement) 
G: They are very enthusiastic about them. I think she did say that they did lots of research on 
them.. asked the teachers, but we also need to know how the ss coped. 
D: PAR plus the dominos and Black Cats have a new style with the text divided up  and of 
WKRVH,ZRXOGQ¶WWRXFKWKHPAR.. the other two are much better. Especially the Black Cats. 
Have you come across them? Wonderful colours.. very dynamic. Your friend would be 
pleased .. they are in all languages. I was predjudiced against them rather because The Lang 
learning lit people.. Richard Day and Julian Bamford... very against interrupting the text. I 
UHDOO\GRQ¶WWKLQNLWPDWWHUVYHU\PXFK7KH\GRQ¶WKDYHWRUHDGLWLIWKH\GRQ¶WZDQWWR 
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*,QP\H[SHULHQFHLW¶VUHDVVXULQJWREHRQWKHSDJHZLWKWKHIRRWQRWHDQGNQRZLW¶VZKat 
you thought it was. 
'$EVROXWHO\7KHLUULWDWLRQZKHQ\RXZDQWDZRUGLQWKHJORVVDU\DQGLW¶VQRWWKHUH2QWKH
RWKHUKDQGJORVVHGWKUHHRUIRXUSDJHVVR,¶YHVXJJHVWHGWKDWZRUNVKHHWVRQOLQHDUHJRRG 
Yes. Also reading on line.. you lose the tactile experience but the concordance is a good idea. 
2QOLQH\RXFRXOGFKDQJHWKHIRQWWRVXLW\RX%XW,GRQ¶WOLNHUHDGLQJRQOLQH,W¶VDOLQH
down which I propose not to go. 
Yesterday I downloaded three or four articlesof text on line. 
What I mean by LQWHUUXSWLQJWKHWH[WLVRUSDJHVRIH[HUFLVHV,GRQ¶WDFWXDOO\WKLQNLW¶VWKH
way forward for extensive reading. I used to think that that was the way in which the 
structure of the text could be shown, making the language constructive  but I think the GRs 
are actually trying to help people acquire lang in another way. In anunconscious way and 
WKHUHIRUHWKHPDWHULDO,ZRXOGOLNHWRSXWLQWRWKHWH[WVLVDVRUWRIUHYLHZRIZKDWµVEHHQWKH
story so far.. invitations, the characters.. you do it first.. VRZH¶YHUHDGVRIDUQRZZKDWGRZH
know about so and so. 
G: Questions? 
',GRQ¶WZDQWTXHVWLRQV:KDW,ZRXOGWKHZD\WKHVVUHDGWKHERRNWKH\GRQ¶WUHDGLWDOO
at once normally, but a few pages at a time, so what you need is the story so far and then a 
section on appreciation, what is involved in the writing. Science fiction: I remember teaching 
it in Malaysia and the ss said this is silly. But by the end .. aaahh!! 
G: I liked these display questions. 
',¶PQRWVXUHKRZWRGRLWEXWVRPHRIWKHPDWHULDOVLQWKHVWXGHQWV¶JXLGHVIRU*&6(DUH
actually very interesting and I would like to insert some of it into the books. The Black cats 
have done wonders (39.46) to provide background info. My opinion of them was 
transformed ..by reading 3 musketeers, a french book.. they are produced in Spain. I knew the 
VWRU\RIWKH0XVNHWHHUVEXW,GLGQ¶WNQRZPXFKDERXWWKHEDFNJURXQG7KH
+XJHQRWV&DUGLQDO5LFKHOLHX,GLGQ¶WNQRZWKDWG¶$UWDJQRQZDVLQ)UDQFHWRVXSSRUWWKH
Hugenots..very informative.  it makes me so cross that no one at school has a sufficeint 
knowledge of European history and culture.  I think that    is really to be deplored. Readers 
FDQ¶WEHGLYRUFHGIURPFXOWXUH,WKLQNWKDWLQWKHFODVVURRPSHRSOHDUHYHU\ERUHG 
 
Communicative languagH,GLGQ¶WGRDQ\FODVVURRPWHDFKLQJIRU\HDUVEXW,¶YHEHHQ
learning Japanese, Spanish and Portuguese but I was bored stiff.  There are two things about 
FRPPXQLFDWLYHIXQFWLRQDOODQJXDJHWHDFKLQJLWLVQ¶WYHU\LQWHUHVWLQJDQGLWGRHVQ¶WPDNH
you any better at the language. It makes you into a parrot. Parrots are not language learners. 
The same principle has now been expanded into teaching people to read.. look and say. They 
GRQ¶WJHWWKHUHVRXUFHVWRWDFNOHXQIDPLOLDUZRUGV,QODQJVZLWKDQXQIDPLliar orthography it 
GRHVQ¶WZRUN<RXQHHGWKHVWUXFWXUHRIKRZWKHODQJXDJHZRUNV<RXGRQ¶WJHWWKHVHQVHRI
how the language fits together. But the GRs do give the idea of how the language works. But 
they are being neglected.  Drills.   I am not good at hearing things and reproducing things. 
0\VRQLVJRRGDWWKLV:HZHQWWR7DLZDQDQGKHSLFNHGXSDOOVRUWVRIWKLQJV,FRXOGQ¶W
hear it.  I reckon that I could if I was drilled. Again and again and again. Chorally.I think that 
UHDOO\UHDGLQJLVQ¶WPXFKJRRGLI\RXKDYHQ¶WOHDUQWWKHYRFDEXODU\DEVROXWHO\RIIE\KHDUW
But there is never any real suggestion of learning everything off by heart. Then they could 
UHDGWKHUHTXLVLWHZRUGVDPLQXWH,W¶VQRWIDVW%XWWKDWZRXOGZDNHQWKHPXS 
Have you FRPHDFURVVWKH(QJOLVKUHDGLQJIDPLO\"":ULWWHQE\5RE:DULQJ+H¶VSURGXFHG
WKLVHODERUDWHFRXUVHEDVHGRQUHDGHUV%\WKHWLPH\RX¶YHILQLVKHGWKLVFRXUVH\RX¶YHUHDG
100 readers and covered work sheets, the whole works. 
G: How long did it take? 
 233 
 
D: One academic year.. it would only take you up to about .. 350 words.  The steps between 
levels are very small.   From what you say you yourself are using class readers and library 
readers.  
*<HVEXW'DQWH¶V3HDNZDVDGLVDVWHU,WZDVPHDQWWREHSOHDVXUHUHDGLQJEXWLWZDVQ¶W,
GLGQ¶WZDQWWRSXWWKHPRIIUHDGLQJIRUWKHUHVWRIWKHLUOLYHVQRWOLNHWKH+RQJ.RQJ
Reading Scheme. 
'<HVWKDWZDVYHU\VDOXWRU\ZDVQ¶WLW 
*6RWKH\KDGQ¶WKDGDQ\WKLQJWKDW,WKRXJKWZDVHVVHQWLDOOLNHVWUXFWXUHHWF7KH\GLGQ¶W
KDYHWKHIUDPHZRUNWRWHOOPHZK\WKH\OLNHGRUGLGQ¶WOLNHWKHERRNV 
The class reader is the only chance the teacher has in some cases to do that. 
But of course our ss reading was often scheduled at the beginning of the class when half of 
thePZHUHQ¶WWKHUH 
',W¶VJRWWREHSXWLQWRWKHV\OODEXVLQP\YLHZ 
*7KHWURXEOHZDVWKDWWKHVWUXFWXUHHWFGLGQ¶WKDSSHQDWWKHULJKWWLPH6RPHRIWKHPGLGQ¶W
read in Japanese.  They needed to experience reading a book. Talking to me in some way 
validated it. 
D: Yes I agree that there must be a teachers role.The HK thing went so badly wrong was that 
WKHWHDFKHUV¶UROHZDVQ¶WWDXJKW<RXZHUHDEOHWRGRLWRUDOO\EXWLWVKRXOGEHSRVVLEOHWRGR
it in writing.  I recall a girl who read of all books, VaQLW\)DLU6KHZDVQ¶WRQHRIWKHDEOHVW
VWXGHQWVDWDOOEXWZDVUHDGLQJDWOHYHOZKLFK,GLGQ¶WWKLQNZDVDYHU\JRRGLGHDEXWVKH
ZURWHSDJHVDERXWLWDQGLWZDVWKHEHVWZULWLQJVKH¶GHYHUGRQH 
Serialisation; Good.  Dickens found that very helpful. 
 6RLVWKLVEHFDXVHWKH\DUH,DOZD\VWKLQNWKDW\RX¶YHJRWWROLNHDQGLGHQWLI\ZLWKWKH
FKDUDFWHU,W¶VQRWLGHDOLIWKHEDFNJURXQGLVGLIILFXOWEXWWKHUH¶VPRUHLQLWWKDQRWKHUVWRULHV
Antoinette Moses has written some very good stories with difficult backgrounds. John Doe.. I 
UHDGWKDWZLWKP\KDLUVWDQGLQJXSRQHQG9HU\ZHOOGRQH6KH¶VZULWWHQVRPHQLFHVWRULHVDW
the top end.    
,UHGLVFRYHUHGHDV\UHDGHUVSXEOLVKHGE\$/,1($DQGWKH\¶YHJRWSURSHUDXWKRUV7KH(/7
WHDFKHUVFDQ¶WZULWHVtories, otherwise they would be writers. Antoinette Moses has never 
taught in her life. Tim Vickery.. is an exception. Interestingly his stories are short.  Alan 
0DOH\KHWULHGWRZULWHORQJVWRULHVIRU&DPEULGJHDQGWKH\¶UHQRWUHDOO\DERXWDQ\WKLQJ
Not good enough. The characters, nothing to them. I do think on the whole that the rewrites at 
the top level are infinitely better than the originals.provided they are well written.  They 
should get proper authors to do them. Another thing to look at is Heineman (JAWs) Junior 
The best graded readers ever done written by  Barbara Fxxxxxx  and called Funny Lady.  
7KHVHSHRSOHGRQ¶WDOZD\VNQRZWKHOHYHOEXWWKH\NQRZZULWLQJ+XPRXU7KH\¶UHDERXW
interesting people and the plot is good. The Cambridge ones usuaOO\DUHQ¶W 
 The African series (Oxford?) is very good. I wish they were used and marketed in UK for 
SULPDU\VFKRROVDV,WKLQNWKH\¶GEHYHU\JRRG,KDGDJURXSRI(62/WHDFKHUVWRWHDFK
writing GRs and I  got in a tutor from the OU to give them a course in creative writing.  
Forget about the vocab and think about the story;  The upshot was I fell out of favour but of 
10 books published 8 came from Edinburgh.  
 
Another thing that Rob Waring is doing is courses using a wider range of titles using non 
fiction books. (oxford?)   I think they are terribly general even though there are wonderful 
SLFWXUHV%XWWKH\DFWXDOO\GRQ¶WWHOO\RXDQ\WKLQJ\RXGRQ¶WNQRZDOUHDG\ 
 
There are 3 things that I think are important for language learners: motivation, practice and 
fluency.Confidence. None of these things are mentioned in teacher training now. Two things 
are important for teachers: one is the love of their subject, and the other is the ability to 
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explain it in simple language.  The explanations have to be explicable.  I think I would have 
been a better teacher had I known the language of the students, and had been able to explain 
in it sometimes.  I think teaching in the target language is purely an invention of the British to 
allow them to teach Englsih wihout speaking a foreign language.  Have you come across the 
JET scheme? I think that was a terrible mistake. 
My own experience when I started off in Uganda..where I did my PGCE.. teachers from 
Uganda did know about the culture and examination system. So I was able to go into classes 
straight away. People came out from England and it took them a year to get acclimatised. 
There was no training.   
-DSDQHVHFXOWXUHLVYHU\GLIILFXOWWRXQGHUVWDQG,¶YHZRUNHGZLWK-DSDQHVHSHRSOHIRU
years and I like them very PXFKDQGHQMR\LW,WKLQN,¶GGRPXFKEHWWHULQUXQQLQJDFRXUVH
now than at first.  Same in Malaysia.   
You go into a class and you cannot read it. And I taught girls..by the end of the time it was 
DOULJKWQRSUREOHPEXW,FRXOGQ¶WWHOO\RXZKDW,¶GOHarned. Perhaps they were more 
confident in me of course.  
 
Class readers v individual choice: 
7KHUHLVKXJHYDOXHLQKDYLQJFKRLFHEXW\RXGRQ¶WKDYHDVKDUHGUHDGLQJH[SHULHQFH6RLQ
the class you could have a collection limited to 20 titles which would enable discussion. X in 
Taiwan had boxes of books for each classroom. (1.30 42) 
 
The penguin covers are usually quite striking. I learnt a lot as I did this review and I realised 
WKDWWKHROGWKHPDLQ8.VHULHVWKHRQH\RX¶YHJRWKHUHDUHEDVLFDOO\Ddult hyper? 
$OWKRXJK,¶YHDOZD\VXVHGWKHPIRUVHFVFKRROV,WKLQNWKDW\RXKDYHWRFKRRVHFDUHIXOO\LW¶V
not to avoid sex or violence but just the level of education ?.required and to some extent the 
age and experience of the readers. Oxford is alright. Cambridge is middle ground. Not too 
much of anything .. Macmillan and Heineman are pretty much like Oxford. Macmillans 
HGLWRULV6RUUHO3LWWVEXW,GRQ¶WNQRZZKRWKHLUHTXLYDOHQWRI-HQQ\%DVVHWWLV3XEOLVKHUV
usually farm out the actual editing. HopkiQVDQG3RWWHUIRU/RQJPDQKDYHQ¶WKHDUGIURP
them for a long time. Seem to have gone to grass.  
 
Penguin have their own not very good series edited by a chap called Derek Strange, and they 
did  quite successfully re writes of classics    quite as well as very mediocre original stories.  
/RQJPDQGLGPDQ\GLIIHUHQWVHULHVDQGWKH\ZHUHDOOSXWWRJHWKHU,GRQ¶WWKLQNDQ\WLWOHZDV
dropped. They became Penguin readers. They are very diverse. Some glossy, some lavatory 
paper. Some colour. Some black and whilte. There are some good ones. Cold Mountain.  You 
MUST get hold of Black Cats. Because I think they are the best resource for class readers. 
They are expensive. Twice the price of anything else.  Wonderful illustrations and 
backgrounds. Good texts and you can always leave out the language questions. I would read 
WKHPLQFODVVLQWHUVSHUVHGZLWKTXHVWLRQV:KDWLVWKHSUREOHP",GRQ¶WWKLQNVWXGHQWVKDYHD
problem working with class readers.  Different levels are a problem. So if you can, streamed 
classes.  You could apply my tests to the class to see what levels you have. 
 
G I think I might apply it to them at the end of term and at the end of next year. I should have 
done it at the beginning.  
 
D You can see what progress they have made.  
 
*,GLGQ¶WZDQWWo measure that specifically but I do need some sort of measure. 
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',W¶VYHU\GLIILFXOWWRLVRODWHWKHHIIHFWRIUHDGLQJ,Q\RXUVWXG\VRIDUQRERG\KDVUHDG
enough books to make a difference anyway. If someone has read 30 books in the year and 
someone has read 5 books you might fairly attribute the difference to the books.  I never 
know really what is the number of books people have got to read to make a difference. The 
only experience long ago in Malaysia,, there we had the expectation that they read a library 
ERRNDZHHNDQGWKHUHZHUHFKLOGUHQZKRUHDGERRNVLQD\HDU$QGWKDW¶VZKDW,WKLQN
WKH\QHHG<RXDOZD\VKDYHWREHWXQHGWRZKDWSHRSOHOLNHRUGRQ¶WOLNH,Q0WHDFKHUVVDLG
which is more important, the class reader or the individual one. But I think they need both.  
,WKLQNWKHPHDVXUHLVWKH\KDYHWRGRLWUHDGLQJ,I\RXVD\\RX¶UHJRLQJWRHQMR\LWWKH\
might not.  You can say many people do enjoy it but you might not be one of them. 
 
*0\RWKHUSUREOHPLVWKDW,¶PQRWDQLPSDUWLal observer. 
 
D I think you have to put your responsibilities to your class first. You can describe what you 
did. Even that is helpful. 
 
I am carrying on .. there are many new series coming out with different approaches.  The 
interactive approach. Pearson /RQJPDQ,WKLQNLW¶VUDWKHUVORSS\,W¶VEULJKWDQGFRORXUIXO
DQGWKHIRUPDWLVJRRG%XW+DYHDORRNDW5RE:DULQJ¶VERRN,WRXJKWWREHDWWRRORZD
level for your people.   There are some enthusiastic teachers.. but structures of teaching only 
work if they work. 
 
G: Do you think it helps practising speed reading? As in Reading power and Basic Reading 
Power? 
',GRQ¶WNQRZWKHDQVZHUWRWKDW,QWKHSURFHVV\RXGRDGYDQFH\RXUFRPSUHKHQVLRQRI
words, and lines.  
 
,GRQ¶WXQGHUVWDQGZK\-HQQ\%DVVHWW is so anti notes. Persuasion needs a background .. I 
spoke to her in Aberdeen. She was adamant about it. 
If Black Cats could make their questions more about appreciation of the story and less about 
grammar, they would be very good. 
Of course if the notes are too prescriptive ... you could leave the interleaving to the teacher, 
so that the notes were optional. You could use the book for either purpose, a class reader or a 
silent reader.  
:KDWDERXWWKHJHQHUDWLRQWKDWGRHVQ¶WUHDG" 
I feel the digital revolution has got to go a bit further to make something that looks more like 
a book.  We will get back to books that way.  You still have to be able to read when you read 
online. 
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Appendix 3d: Table of results from questionnaire 
  SURVEY 1      SURVEY 2      SURVEY 3  
                
GROUP 1                
1 Kentaro M 14 12 14  40          
2 Aki M 11 18 17  46  27 19 13  59  18 21 
3 Sho M 17 13 20  50      0  16 18 
4 Takahiro M 16 20 20  56  23 24 23  70    
5 Shinichi M 23 23 21  67  11 24 18  53    
6 Yuzuru M 22.5 22.5 19.5  64.5  12 12 12  36    
7 Ayaka F 18 17 15  50  16 20 16  52  18 20 
8 Izumi F 17 17 16  50  17 15 18  50  17.333333 19.666667 
  17.3125 17.8125 17.8125  52.9375  17.666667 19 16.666667  53.333333    
GROUP 2      0      0    
9 Koji M 23 20 19  62  23 23 19  65    
10 Tomoyuki M 18 20 20  58      0    
11 Ryo  M 16 13 21  50      0  22 18 
12 Ryota M 17 21 20  58      0  19 19 
13 Haruka F 18 23 19  60      0  19 20 
14 Miisuko  F 18 14 22  54      0    
15 Mayu F 15 15 20  50      0    
16 Tomomi F 24 23 24  71      0  23 22 
17 Sayaka  F 22 20 20  62  18 19 18  55  20 16 
  19 18.777778 20.555556  58.333333  20.5 21 18.5  60  20.6 19 
GROUP 3      0      0    
18 Nobu M 13 8 18  39      0  16 21 
19 Genki M 18 14 20  52  22 21 15  58  21 17 
20 Stephen M 13 13 16  42  16 15 21  52  16 15 
21 Shizuka F 15 19 17  51  16 20 17  53  22 23 
22 Ayano F 8 12 16  36  10 14 10  34  11 14 
23 Ayako F 16 17 18  51  16 15 21  52  24 24 
24 Sayaka F 12 21 19  52  19 22 16  57  16 18 
25 kosuke M 15 12 11  38  14 10 12  36    
26 Yuushi M 16 13 10  39  9 7 15  31    
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27 Takashi M 9 9 18  36      0  11 15 
28 Tomoo M 14 13 0  27  22 20 18  60  16 17 
28 Tomoo  13.545455 13.727273 14.818182  42.090909  16 16 16.111111  48.111111  20 16 
GROUP 4      0      0  17.3 18 
29 Mayu F 16 22 17  55  15 16 16  47  16 15 
30 Yui F 16 18 18  52  13 12 13  38    
31 Shunji M 16 15 18  49      0    
32 Hajime M 17 20 19  56  18 19 15  52    
33 Ryotaro M 21 17 18  56  17 16 19  52  20 16 
34 Hirahara M 13 17 17  47      0    
35 Chiaki F 22 12 18  52  19 14 17  50  20 11 
36 Yuta M 10 12 13  35  13 19 19  51  15 17 
37 Kenta M 21 23 18  62      0  16 18 
38 Kota M 16 19 19  54  20 22 20  62    
39 Hideto M 14 19 19  52  17 17 16  50  12 12 
  16.545455 17.636364 17.636364  51.818182  16.5 16.875 16.875  50.25  16.5 14.833333 
GROUP 5      0      0    
40 Nisarat F 20 11 11  42  15 11 14  40  15 12 
41 Mai F 12 8 15  35  12 12 18  42  14 12 
42 Sone  F 18 16 23  57      0    
43 Tomoko F 15 15 17  47  19 20 15  54  18 19 
44 Hiroyuki M 12 16 17  45  13 20 13  46  12 19 
45 Dai M 17 17 17  51  13 17 18  48  18 17 
46 Kiyomi F 20 17 21  58  21 22 17  60  21 15 
47 Chie  F 18 20 13  51  20 19 13  52    
48 Yuki  F 14 17 15  46  18 18 14  50  18 19 
49 Wararat F 17 17 16  50  14 13 15  42  16  
  16.3 15.4 16.5  48.2  16.111111 16.888889 15.222222  48.222222  16.5 16.142857 
GROUP 6      0      0    
50 Haruka F 19 21 23  63  18 20 22  60   15 
51 Tomoko F 23 13 18  54      0    
52 Mai F 18 14 15  47  22 11 15  48    
53 Mayu F 20 10 18  48  23 18 16  57    
54 Erika F 12 16 12  40      0    
55 Yumi F 12 11 14  37  18 15 19  52  18 19 
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56 Iroha F 17 17 13  47  15 16 10  41    
57 Vaitea M 16 14 19  49      0    
58 Hiromasu M 20 15 18  53      0  22 20 
59 Yutaka M 13 16 21  50  18 17 14  49  16 14 
60 Shuta M 15.5 15 13.5  44  10 13 10  33  8 13 
  16.863636 14.727273 16.772727  48.363636  17.714286 15.714286 15.142857  48.571429  16 16.2 
GROUP 7      0      0    
61 Mulki F 17 22 21  60      0    
62 Yutaro M 13 10 14  37  21 22 19  62    
63 Vittaya M 13 19 15  47      0    
64 Aya F 22 13 11  46  23 14 16  53  25 16 
65 Chihiro F 17 22 18  57  12 16 16  44  18 22 
66 Saya F 18 20 23  61  17 15 17  49  17 15 
67 Asuka M 20 23 18  61      0    
68 Yukina F 17 19 18  54  17 17 20  54    
69 Kanami F 23 23 18  64  20 20 16  56    
70 Chihiro F 19 19 21  59  19 23 17  59    
71 Piradol M 18 12 17  47  18.428571 18.142857 17.285714  53.857143    
  17.909091 18.363636 17.636364  53.909091        20 17.666667 
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Appendix 3e: Comments expressed as percentages from questionnaires (Surveys) 
COMMENTS expressed as percentages all 3 SURVEYS N= 25 
 
Qu 19 R E ASO NS for R E A DIN G expressed as percentage of times concepts were mentioned 
 appearance recommendation popularity author Want/need mood interest ease Genre T V or 
film 
atmosphere connection 
SUR V E Y 1 26% 10% 8% 7% 2% 1% 20% 7% 7% 2% 2% 8% 
SUR V E Y 2 33% 7% 2% 8% 0.5% 4% 21% 7% 2.5% 3% 3% 9% 
SUR V E Y 3 29% 8% 0% 0% 2% 0% 29% 6% 10% 2% 0% 14% 
             
             
 
 
 
 
Qus 20/22 R E ASO NS for continuing to read in general expressed as percentage of times concepts were mentioned 
 Suits 
me/my 
hobby 
Well written Required to 
find info; 
essays etc 
Possible to 
learn new 
things 
Easy Good for 
learning 
English 
Positive 
feelings 
SUR V E Y 1 14% 11% 3% 31% 29% 3% 9% 
SUR V E Y 2 11% 9% 14% 29% 9% 6% 22% 
SUR V E Y 3 6% 6% 6% 36% 12% 6% 24% 
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Qus 20/22 R E ASO NS for C O N T INUIN G to read F I C T I O N expressed as percentage of times concepts were  mentioned 
 Interest/genre Identification 
with 
character 
Identification 
with setting 
V icarious 
experience 
Suspense; 
desi re to 
know what 
happens 
next 
Lost in the 
book 
Desi re to 
learn new 
things 
Fun 
(probably 
means 
funny) 
SUR V E Y 1 37% 11% 17% 9% 6% 14% 2% 4% 
SUR V E Y 2 16% 3% 8% 5% 11% 11% 24% 22% 
SUR V E Y 3 50% 15% 15% 0 5% 10% 0 5% 
         
         
 
 
 
Qu 21 R E ASO NS for N O T reading expressed as percentage of times concepts mentioned 
 Difficult Boring/predictable 'RHVQ¶WVXLW Length Pressure Bad writer No 
identification 
with 
character 
Negative 
feelings 
SUR V E Y 1 25% 24% 32% 5% 2% 9% 3% 0% 
SUR V E Y 2 36% 44% 14% 2% 0% 2% 2% 0% 
SUR V E Y 3 34% 41% 0% 0% 0% 0% 4% 21% 
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Appendix 3f: Table of library lists 
  T1 F T1 NF T1 T2 F T2 NF T2 T3 F T3 NF T3 T4 F T4 NF T4 T5 F T5 NF T5 
Sayaka F 10 21 31 14 13 27 2 8 10 4 6 10 0 2 2 
Haruka F 19 2 21 10 7 17 0 8 8 2 3 5 1 1 2 
Kiyomi F 8 3 11 7 11 18 2 3 5 0 9 9 0 1 1 
Hideto M 1 1 2 4 8 12 2 1 3 0 12 12 0 14 14 
Ayano F 9 4 13 2 10 12 3 8 11 0 1 1 1 1 2 
Saya F 6 8 14 4 6 10 0 7 7 0 1 1 3 2 5 
Tomoko F 6 3 9 5 10 15 0 3 3 1 8 9 0 0 0 
Chiaki F 8 3 11 3 5 8 1 7 8 0 4 4 4 0 4 
Sayaka F 8 2 10 7 3 10 1 5 6 3 1 4 2 0 2 
Chie F 4 2 6 8 9 17 2 3 5 1 1 2 0 1 1 
Shizuka F 13 5 18 6 4 10 0 0 0 1 1 2 0 1 1 
Dai M 4 6 10 2 5 7 1 1 2 3 2 5 1 2 3 
Chihiro F 10 2 12 7 2 9 0 2 2 0 2 2 0 2 2 
Yutaro M 9 1 10 6 4 10 0 0 0 0 4 4 0 3 3 
Kaname M 7 6 13 1 7 8 3 2 5 0 0 0 0 0 0 
Hiromasa M 9 3 12 2 5 7 0 3 3 2 0 2 1 1 2 
Genki M 5 3 8 5 5 10 0 0 0 1 1 2 3 1 4 
Ayano F 5 3 8 5 3 8 2 3 5 1 1 2 1 0 1 
Chihiro F 6 4 10 4 6 10 1 0 1 0 2 2 1 0 1 
Yumi F 4 3 7 5 4 9 1 3 4 0 2 2 1 1 2 
Yuki F 3 3 6 8 4 12 0 3 3 0 0 0 0 2 2 
Tomoko F 5 2 7 4 3 7 2 1 3 0 2 2 1 0 1 
Yushi M 4 2 6 3 3 6 1 0 1 1 1 2 1 3 4 
Iroha F 4 0 4 2 3 5 0 3 3 0 2 2 0 4 4 
Kenta M 4 0 4 4 5 9 0 3 3 0 1 1 1 0 1 
Hajime F 6 0 6 2 7 9 0 1 1 0 0 0 2 0 2 
Piradol M 9 7 16 0 1 1 0 0 0 0 0 0 0 0 0 
Sho M 2 0 2 6 2 8 0 2 2 2 0 2 1 1 2 
Yukina F 4 3 7 2 2 4 0 1 1 1 0 1 3 0 3 
Ryotaro M 4 1 5 1 1 2 0 2 2 1 4 5 2 0 2 
Mai F 4 1 5 3 2 5 0 2 2 0 1 1 2 0 2 
Mayu F 3 0 3 3 4 7 0 1 1 0 0 0 1 1 2 
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Yuta F 1 3 4 2 0 2 3 1 4 0 1 1 1 0 1 
Yui F 4 1 5 3 2 5 0 2 2 0 0 0 0 0 0 
Izumi F 3 5 8 2 1 3 0 1 1 0 0 0 0 0 0 
Kenji M 1 0 1 4 1 5 0 0 0 1 2 3 0 0 0 
Yuzuru M 0 2 2 4 1 5 0 0 0 0 0 0 0 0 0 
Syuta M 3 0 3 0 1 1 0 0 0 0 0 0 1 1 2 
Elvi F 1 0 1 0 3 3 0 1 1 0 0 0 0 0 0 
Shunji M 1 1 2 1 0 1 0 0 0 0 0 0 0 1 1 
Shogo M 1 1 2 2 0 2 0 0 0 0 0 0 0 0 0 
                 
  218 117 335 163 173 2 27 91 118 25 75 100 35 46  
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Appendix 3g: List of most popular GRs at IPC 2006 
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APPENDIX 4 
Appendix 4a: Transcripts -­ Alice 
ALICE Transcripts 
 
May 10th 2007 
Alice: A story about drugs; heroin gangs.  She says she likes books with 
LQWHUHVWLQJµcontent¶6KHLVDWKRXJKWIXOJLUODQGUHDVRQDEO\DUWLFXODWH 
17/5/07 
Alice: 
The Elephant man. 
Conversation: 
A: Why are you interested in the elephant man? 
Dr F: Because I was very surprised.. he was very ugly but he was a human 
and he was used as part of a circus.  
$,WKLQN\RXDUHDYHU\NLQGPDQ0RVWSHRSOHZRXOGQ¶WKHOShim because 
most people were afraid of him. You have guts. 
Dr F: My job is doctor but I want to be a thoughtful doctor because I want 
to help him because I want him to be happy.  
A: I would be afraid of him if I saw him.  
'U)<RXPXVWQ¶WEHDIUDLGRIKLP He is not a monster he is a human. 
 
So you really liked this story? Yes. 
How did you feel when you read this story? 
,QWHUHVWHG,KDYHQ¶WILQLVKHG\HWVR,GRQ¶WNQRZ\HW 
6RPHWLPHV,GLGQ¶WXQGHUVWDQGZRUGVRILUVWWLPH,UHDGHYHU\WKLQJEXWQH[W
time I look in the dictionary. 
 
 
24th May 2007 
Alice. Elephant man 
,¶PVRUU\,GLGQ¶WILQLVK 
'RHVQ¶WPDWWHU\RX¶YHQHDUO\ILQLVKHG:KDWKDSSHQHG" 
+HLVZDQWLQJWROHDYHWKHKRVSLWDO+HGRQ¶WXQGHUVWDQGHYHU\WKLQJVRKH
GLGQ¶WJRRXWVLGHEXW'U)UHGHULFhelped him. They went to the show to a 
musical and he wanted to go out into the country so he went to the country 
by himself and he lived in a small house in the woods. He enjoyed nature 
and life. 
Is he sick? 
Yes, maybe. 
What do you think will happen? 
I think that he feels sick because he lives alone and so there is no one to 
look after him. He will be feeling bad.  
So you like the Elephant man and you feel sad about him? 
Yes. 
:K\GRQ¶WRWKHUSHRSOHOLNHKLP" 
He is ugly. 
So you understand why they are afraid of him. If you met someone like him, 
what would you do? 
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I would be scared but I would try to talk to him. 
Is it easy to read now? 
<HVEXW,GLGQ¶WNQRZDOOWKHZRUGV 
How do you feel about the reading? Curious? You want to find out more 
about the story?  
Yes. 
30/5/07 
Alice 
 
+RZ¶V\RXUUHDGLQJ"$KDDQRWKHURQH+RZDUH\RXGRLQJZLWKWKH
PDUDWKRQ"9HU\JRRG$QG\RX¶YHZULWWHQDORWDERXW(OHSKDQW0DQ7HOO
me about the end of that. 
 
Elephant man he came back to London and he spent life in the hospital but 
he died.. Maybe he felt sick. He I think he wanted to go country again ... he 
wanted to go outside but in London people afraid of him so in country there 
are not many people so he can go to outside and walking. 
So did you like the book? 
Yes. 
And now yoX¶YHFKRVHQDQHZERRN8QGHUWKH0RRQ:K\GLG\RX
choose it? 
%HFDXVHLW¶VHDVLHUILUVWOHYHO7KHUHDUHPDQ\SLFWXUHVLQWKLVERRNDQG
story is science fiction. 
You like that? 
Yes. 
Do you read SF in Japanese? 
I have read Japanese translations of Star wars. I like. 
Have you seen the movie? 
<HVEXW,GLGQ¶WZDWFKWKHVHTXHOMXVWDQG 
Can you read me a bit of this? Where have you got up to? 
? 
How much have you read? 
Here. 
What is AOL? (acronym in story). 
AOL? 
Maybe it tells you.  
AOL is/..... Artificial Ozone Layer. (reads a bit about the AOL). 
So what are these interesting numbers that they are talking about?(these are numbers 
referring to the AOL) 
These numbers? 
Why do you think the numbers are important? 
? 
What does the Ozone Layer do? 
? 
(G draws ) 
Ah! Ozone layer. Protects earth.  Sunshine..  
6XQVKLQHFDQEHGDQJHURXV,Q1=WKHUH¶VDKROHLQWKHR]RQHOD\HU 
Really?? 
Yes, in summer you should be very careful .. put on cream and sunglasses. But in this story 
they made an artificial layer. 
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Artificial? 
If you had a very bad accident and your leg was destroyed the hosp could make you a new 
leg... artificial leg... wood or plastic. 
Ah, OK 
So these scientists are checking the artificial ozone layer. Is it OK or too thin. 
,W¶VLQWHUHVWLQJDQGexciting. 
What is going to happen? Do you think the ozone layer will get too thin? 
I think so. 
Who is Gog? 
Earth commander.  
&DSWDLQ6LDKVD\VKH¶VQRWJRLQJWRWDONWR*RJDQG&DSWDLQ6LDKLVGULQNLQJ 
What do you think he was drinking?  Tea? 
Ah.. alcohol.  
Do you think you should drive a space ship and drink? 
Oh!!! 
You might finish this during the break.  
 
11/6/07 
Alice 
 
Not much time to read during break.. I had many plans.. Went to Rotorua 
and farmstay.  But my book.... they want to talk to a person to teach them 
about the ozone layer but Captain.. leader.. not agree. But they went to ask 
DQGWRVHHWRPHHW&DSWDLQ=DGDEXWKHOLVWHQHGWRWKHPEXWKHGRQ¶W
XQGHUVWDQGDERXWWKHQXPEHUV+HVDLGQRSUREOHPZHGRQ¶WKDYHWRZRUU\
But they are very worried. They went to another commander to tell about 
the numbers of the Ozone Layer. 
Do you want to know what happens? 
Yes, I like. I like Kiah.. maybe he is very kind and strong and brave and 
clever and he wants to help. 
What do you think will happen? 
Maybe, I think Paul, Big and Sunshine come to earth and he will protect 
earth.  
Do you like the pictures? 
Yes, maybe this is Moon City.  A colony on the moon. 
18/6/07 
Alice 
 
How are you getting on with the book? Was it difficult? 
,W¶VORQJEXWQRWVRdifficult. 
How long  did it take you? 
From here.. 
What happened? 
$K7KLVPDQGRHVQ¶WZDQWWRKHOSHDUWKSHRSOHEHFDXVHKHZDQWVDORWRI
money. 
+HVKRXOGSLFNXSSHRSOHIURPRWKHUSODQHWVEXWKHGRHVQ¶WZDQWWRGRLW
He wants to be rich, and only just him.. 
+HVDLG,FDQ¶WKHOS\RX%XWKHZDQWVWRNHHSWKHJROG6RKHVKRWWKH
other one in the chest. He was really angry, he said. This man shot him and 
he died. The captain on the moon helped the earth people. But it was too 
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late because the ozone layer was damaged and Earth burnt. A lot of fire. So 
WKH\FRXOGQ¶WKHOSPDQ\SHRSOHEXWWKH\KHOSHGVRPH 
What did you think? 
I thought that the story might happen so I am afraid of this but very real and 
exciting.  
Who do you like? 
I like Kiah. He is very stronJDQGKHKDVJXWVDQG,GRQ¶WOLNH*RJEHFDXVH
KHGLGQ¶WKHOSWKH(DUWKSHRSOH+HZDQWHGWREHULFK 
What would you say? 
What did you think when the captain died? 
Would you recommend it? 
<HVEHFDXVHWKLVVWRU\PLJKWKDSSHQ%XWLW¶VVDG 
You gave it 4 stars. 
Yes. 
Any questions? 
How to stop this? 
What next? 
Phantom of the Opera. 
Why did you choose this? 
Shizuka recommended it. 
 
 
25/6/07 
Alice. 
Phantom of the Opera. 
This story is love story and  musical. Very mysterious because there is a 
JKRVWSHUVRQLQWKHRSHUDKRXVHEXW,GRQ¶WNQRZLILW¶VDUHDOJKRVW2SHUD
house is very famous all over the world and there is a ghost person in the .. 
he is very mysterious man. He always wears black coat or suit and a mask. 
He looks like a ghost but I think he is human.  
Why does he wear a mask? 
+HGRHVQ¶WZDQWWRVHHEHVHHQ$QG&KULVWLQHVKHLVDYHU\\RXQJJLUO
maybe same old as I am. She is very good singer, opera singer and Raoul 
OLNHVKHU+HZLOOQRWJLYHXSEXW&KULVWLQHGRHVQ¶WZDQW2SHUDKRXVHLV
very old and big and beautiful, with wonderful pictures on the ceiling and a 
big .. chandelier.. chandelier fell down in the movie. 
Is it a scary book? 
He is wearing a mask but I know that he is kind of ... I am enjoying it. 
What is going to happen? 
I think Christine will meet phantom and will fall in love with him. And they 
will go under the opera house and finally they will get married. 
You would like that? 
Yes, I would. 
How many books have you read? 
Five.. this is six.  I want to try to read a green one next time. 
)LQHEXW\RXGRQ¶WKDYHWR,I\RXDUHKDSS\ZLWKWKH\HOORZRQHVWKDW¶V
fine. 
6/7/07 
Alice: The Long Road. 
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*RRGµPDS¶RIWDON([SODLQHGWKHWRSLFRI the book well, and then told us 
the reason for her choice; that she had learned important things in reading it.  
7KHVHZHUHµGRLQJWKLQJVIRURWKHUSHRSOH¶DQGµGRQ¶WJLYHXS¶,I\RXDUH
feeling sad, read it.  She certainly conveyed the impression that it was an 
inspiring book. She asked good questions.  She is not very confident, and 
RFFDVLRQDOO\QHHGHGVXSSRUWIURP-XOLH«QRWWKDWVKHDFWXDOO\GLGQHHGLW
but she thought she did.                A- 
 
 
7/7/07 
Alice 
This is a book I will introduce tomorrow for the presentation. 
Tell me about it. 
7KLVLVDVWRU\RIKLP«ILFWLRQWKH\DUHWR\VEXWWKH\KDYHDFRPSXWHU
chip so they are very clever and they have a heart and he is .. wants to kill 
WKHPRQVWHUEXWWKHPRQVWHUVDUHNLQGQHVV«NLQG«EXWWKHPRQVWHUVGRQ¶W
ZDQWWRILJKWWKHVROGLHUV,KDYHQ¶WILQLVKHG%XWDER\KHKHOSVWKH
monster and I think they will fight against the soldier. Bad computer chip.. 
want war. But the monsters want peace. 
Why do you like it? 
I have seen this movie before so I found it in the library and want to read it. 
Did you like the movie? 
Yes because it is very exciting and funny. And interesting.  
6RLW¶VVRUWRIVFLIL" 
<HV,ZRXOGUHFRPPHQGLWEHFDXVHLW¶VDQHDV\ERRNOHYHOWZRDQGWKH
story is very exciting and this book has a lot of pictures and easy words. 
Maybe we can understand it.  
How many books have you read now? 
When I finish this it will be seven, and this one eight. 
12/7/07 
Alice 
 
7KHVPDOOVROGLHUV,GLGQ¶WILQLVK 
Too difficult? 
1RQRQR,GLGQ¶WKDYHDQ\ time. 
7KDW¶VILQHMXVWWHOOPHDERXWLW 
There is father who owns a toyshop and son helps him. His father has to go 
to another town for a few days so he must look after the toy shop. A man 
carry a big toy into the shop. He is very friendly and he took the toys but his 
IDWKHUGRHVQ¶WOLNHWKHVHEHFDXVHWKH\KDYHZHDSRQVVRKHZDQWHGWRVRPH
new toys so he sold the gorgonite to her . At night he closed the shop and he 
went back home and he wanted to sleep so he went to his room and then 
something moved in his bag. He was afraid so he opened the bag and the 
toys came out. He speak slowly because the toy has a computer chip.   
7KDW¶VWKHQLFHPRQVWHULVQ¶WLW" 
Yes. The other one, the soldier, the girl bought.  So he wanted to help find 
KLVIULHQGEXWKHGLGQ¶WXQGHUVWDQGZKDWKHVDLGDQGKHGLGQ¶WEHOLHYHLW
The soldier has a little group of other soldiers who want to kill the 
JRUJRQLWHV6RKHZHQWWRKLVIDWKHU¶VVKRSDQGKHFDOOHGWKHFRPSDQ\,
want to send the toys back because they are    xxxxxxxxx  but the company 
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GLGQ¶WEHOLHYHKLPVRDWQLJKWLQKLVKRXVHWKH\FDPHWRWKHKRXVHVRWKH\
wanted to kill the gorgonites and they caught them and turned one upside 
down and hung  him over the insinkerator but the boy found him and saved 
him. 
What is going to happen in the end? 
Maybe I think they will win.. the gorgonites.  They are very kind but the 
soldiers are not kind. They want to kill.  It is interesting. 
 
19/7/07 
Alice 
 
How are the small soldiers getting on? Nearly finished? 
Yes. It story was very interesting and so I think this story is science fiction. 
Story finally they won.. the gorgonites won and the soldiers lost the fight. 
Do you like it if the good people win? 
,GRQ¶WOLNHZDU7KLVVWRU\LVDWR\ZDUEXW,WKLQNLWLVQRWJRRGEXWWKH
story was enjoyable. I like action movie and there was a lot of action. Story 
ZDVZULWWHQDERXWZDUDQG,GRQ¶WOLNHWKDW 
Do you think writing helps people to think war is bad? 
I think about story.. this story is made for children so I think if writer tells 
them to help poor people like these it is important to help people. 
Do you think this book has a good influence? 
Mm..I think so. But .. so.. there are many action scenes and young children 
OLNHILJKWLQJVRWKH\WKLQNILJKWLQJLVJRRG,¶PQRWVXUH 
Would you recommend this book? 
Soso.. Not sure. But I enjoyed it. But this story is exciting. But topic is war 
VR,GRQ¶WUHFRPPHQGLW 
<RX¶YHVHHQWKHPRYLHKDYHQ¶W\RX" 
Yes, this movie is science fiction. When I was a child I watched it and I 
liked it, so I chose LW%XWQRZ,¶YHUHDGWKLVERRN,¶YHFKDQJHGP\RSLQLRQ 
How many have you read now? 
About eight. 
 
14/9/07 
Alice 
Did you read any books in the break? 
Two books.. Alice in Wonderland and Audrey Hepburn. She is very nice, 
good actor. I have seen Roman Holiday. And I respect her because she 
helped poor children in Somalia and Africa.  
Was it easy to read? 
Yes, level two. 
So level two is easy now.. do you feel good about that? 
Yes, it took me 2 days. 
What about Alice? 
I have seen cartoon movie in Japan but story is different and is a little crazy. 
The words were easy but the story was difficult for me. 
Did you find it funny? 
Funny but difficult.  
Which one did you like best? 
Audrey/. 
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Which book are you reading now? 
Do you know  Anne of Green Gables. 
Do you know it from Japan? 
<HVEXW,KDYHQ¶WUHDGLWLQ-DSDQHVH%XW,NQRZWKLVWLWOHVR,HQMR\UHDGLQJ 
 
 
 
27/9/07 
ALICE 
,¶YHEHHQUHDGLQJ$QQHRI*UHHQ*DEOHV,DOUHDG\ILQLVKHGLWDQG,UHWXUQHG
it to the library. I enjoyed the story because Anne is a very active girl 
interested in many things, just like me when I was a child, and story has 
many beautiful words like beautLIXORUZRQGHUVRIQDWXUH1RZ,¶PUHDGLQJ
KRUURUVWRULHV,GRQ¶WUHPHPEHUWLWOHEXWP\VWHU\ 
Where does it happen? 
$ZRPDQOLYLQJDORQHDQGVKHGRHVQ¶WKDYHDQ\IULHQGVVRVKHZDVORQHO\
$PDQOLNHGKHUVRWKHZRPDQGRHVQ¶WOLNHKLPVRVKHGRHVQ¶WZDQt to be 
friendly with him but he loved her so he became a stalker. So he always 
wanted to be with her and watch her, but he killed her in the end but he ran 
DZD\IURPSROLFHDQG,KDYHQ¶WILQLVKHG\HWEXW,ZDQWWRNQRZZKDW
happened. This story was scary but exciting 
6/11/07 
Alice 
 
Amistrad: I read it because my father saw the movie and said it was very 
good. 
The story is very interesing. Cinque was captured by Spanish men and they 
took him to America and many people died on the ship. 
When did it happen? 
Maybe in 1861.. long time ago. Many people died in the ship but Cinque.. 
VXUYLYHG$QGKHGLGQ¶WKDYHIUHHGRPVRKHZDQWHGWRJREDFNWRKLVKRPH
and he decided to go back to his home and a man helped him. He was 
Baldwin. He is a lawyer. But many Americans GRQ¶WOLNHEODFNSHRSOH
EHFDXVHWKH\GRQ¶WXQGHUVWDQGWKH\DUHKXPDQ7KH\WUHDWWKHPDVDQLPDOV
But the lawyer helped him and the in the judge he explained about them but 
DQRWKHUODZ\HUGRQ¶WXQGHUVWDQGKLP,GRQ¶WNQRZ,KDYHQ¶WILQLVKHGLW\HW
so I GRQ¶WNQRZEXW,WKLQNWKH\FDQJREDFN 
Which character do you like? 
I like Cinque because he is clever and strong and he wanted to protect many 
Africans.  
Do you like the pictures? (they are black and white photos). 
6RVR1RWPDQ\FRORXUVVR,FRXOGQ¶Wsee very well. 
Easy to read? 
This book is level 3. I already read level 2 so I have improved. 
Are you feeling pleased? 
Yes. 
Did you finish the Children of the New Forest? 
1REHFDXVH,KDGWRUHWXUQWROLEUDU\,WZDVJRRGEXW,GLGQ¶WILQLVKDOO 
Do you think Edward gets married? 
Yes, daughter. 
 259 
 
Oh well, you know the important things! 
 
20/11/07 
Alice 
6R7KH1DUURZ3DWKZKDW¶VLWDERXW" 
Before I read Amistead, about Africa, so I choose this about a boy called 
Kofe. He is a rich boy, not poor, and his grandfather is a fisherman, so Kofe 
GRHVKLVMREDQGHYHU\PRUQLQJKHZHQWWRKLVJUDQGIDWKHU¶VKRXVHDQGLQ
the sea they worked together. And after that his grandfather gave him a fish 
because he helped to catch it, and one day he saw the people who were 
selliQJFDNHRUIUXLWVRKHZDQWHGWREX\LWEXWKHGLGQ¶WKDYHPXFKPRQH\
so he tried to make money so he sold the fish. So he buy the cake and fruit 
and enjoyed eating them. 
 
 
ALICE interview 1/7/08 
 
Recently I have many assignments but I keep reading everyday I read a 
OLWWOHEHFDXVH,GRQ¶WKDYHHQRXJKWLPHEXW,QRZDPUHDGLQJDERXW:LOOLDP
Shakespeare. I found this book in the graded readers because I interested in 
the history of person.. so do you know about Martin luther King? 
Yes, I remember you enjoyed that. 
So I liked that so I wanted to read about another person so I chose him. I 
GRQ¶WNQRZDERXWKLPPXFK,NQRZKHLVDZULWHULQ(QJODQGVR,ZDQWWR
know about himself. 
Have you ever seen any of his plays translated into Japanese? Throne of 
Blood? 
Yes, Romeo and Juliet and MAcbeth. 
Macbeth is Throne of Blood I think. Do you know it? 
No. Hamlet? And this is about his childhood. He was born in England and 
his father was like a President of the town and his mother was also rich. So 
his family was rich and he went to a good school and learnt about Englihs 
and grammar and could get good knowledge about English. 
,GRQ¶WNQRZPXFKDERXWKLVFKLOGKRRG 
,GLGQ¶WNQRZVR,ZDVYHU\LQWHUHVWHG%XWVRUU\,GLGQ¶WUHDGPXFK 
'RQ¶WEHVRUU\'R\RXGRDQ\-DSDnese reading? 
No but now I read a lot about polar bears because I have assignment about 
Polar bears so I read many books in the library, about three books, one 
junior non fiction and two non fiction. 
Which are the best? 
Junior non fiction ist easiest but non fiction books information is more in 
non fiction books. Better detail. 
Are there pictures and diagrams? 
Yes there are pictures and photos about wild life. 
Is this for Steve? 
Yes.  
Have you finished yet? 
No, just keep writing and get knowledge and I make brainstorm and when I 
type it I correct the grammar. 
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<RX¶UHGRLQJZHOODQGWDONLQJPXFKPRUHQRZVR\RX¶UHLPSURYLQJ+DYH
you noticed the learner language competition display here? (they go and 
ORRN+HUHDUHWKHERRNVLQWKHFRPSHWLWLRQDQGLI\RX¶ve read the 
ERRNV\RXFDQJRRQOLQHWRYRWH<RXFRXOGGRWKDWEHFDXVHWKH\DUHQ¶W
YHU\ORQJ,WKLQNWKLVLVYHU\HDV\LW¶VDFKLOGUHQ¶VERRN7KHWDOHQWHGPU
ULSOH\WKHUH¶VDJRRGPRYLH0DWW'DPRQGR\RXNQRZKLP" 
Yes I know. 
7KDW¶VHDV\WRRWKe dream deliverer).   
Can I do it? 
<HV$QGLWKDSSHQVHYHU\\HDUVRLI\RXFDQ¶WWKLV\HDUPD\EHQH[W\HDU
Have you written anything for me about reading? 
No, but maybe I will finish Shakespeare so when I finish the reading I will 
write something like journal. 
7KDWZRXOGEHPDUYHOORXVLW¶V127FRPSXOVRU\EXW,FRXOGPD\EHKHOS
you with the English.   Thankyou very much.. glad you are enjoying 
Shakespeare.  
1/7/08 
ALICE interview 1/7/08 
 
Recently I have many assignments but I keep reading everyday I read a 
OLWWOHEHFDXVH,GRQ¶WKDYHHQRXJKWLPHEXW,QRZDPUHDGLQJDERXW:LOOLDP
Shakespeare. I found this book in the graded readers because I interested in 
the history of person.. so do you know about Martin luther King? 
Yes, I remember you enjoyed that. 
So I liked that so I wanted to read about another person so I chose him. I 
GRQ¶WNQRZDERXWKLPPXFK,NQRZKHLVDZULWHULQ(QJODQGVR,ZDQWWR
know about himself. 
Have you ever seen any of his plays translated into Japanese? Throne of 
Blood? 
Yes, Romeo and Juliet and MAcbeth. 
Macbeth is Throne of Blood I think. Do you know it? 
No. Hamlet? And this is about his childhood. He was born in England and 
his father was like a President of the town and his mother was also rich. So 
his family was rich and he went to a good school and learnt about Englihs 
and grammar and could get good knowledge about English. 
,GRQ¶WNQRZPXFKDERXWKLVFKLOGKRRG 
,GLGQ¶WNQRZVR,ZDVYHU\LQWHUHVWHG%XWVRUU\,GLGQ¶WUHDGPXFK 
'RQ¶WEHVRUU\'R\RXGRDQ\-DSDQHVHUHDGLQJ? 
No but now I read a lot about polar bears because I have assignment about 
Polar bears so I read many books in the library, about three books, one 
junior non fiction and two non fiction. 
Which are the best? 
Junior non fiction ist easiest but non fiction books information is more in 
non fiction books. Better detail. 
Are there pictures and diagrams? 
Yes there are pictures and photos about wild life. 
Is this for Steve? 
Yes.  
Have you finished yet? 
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No, just keep writing and get knowledge and I make brainstorm and when I 
type it I correct the grammar. 
<RX¶UHGRLQJZHOODQGWDONLQJPXFKPRUHQRZVR\RX¶UHLPSURYLQJ+DYH
you noticed the learner language competition display here? (they go and 
ORRN+HUHDUHWKHERRNVLQWKHFRPSHWLWLRQDQGLI\RX¶YHUHDGWKH
ERRNV\RXFDQJRRQOLQHWRYRWH<RXFRXOGGRWKDWEHFDXVHWKH\DUHQ¶W
YHU\ORQJ,WKLQNWKLVLVYHU\HDV\LW¶VDFKLOGUHQ¶VERRN7KHWDOHQWHGPU
ULSOH\WKHUH¶VDJRRGPRYLH0DWW'DPRQGR\RXNQRZKLP" 
Yes I know. 
7KDW¶VHDV\WRRWKHGUHDPGHOLverer).   
Can I do it? 
<HV$QGLWKDSSHQVHYHU\\HDUVRLI\RXFDQ¶WWKLV\HDUPD\EHQH[W\HDU
Have you written anything for me about reading? 
No, but maybe I will finish Shakespeare so when I finish the reading I will 
write something like journal. 
7KDWZRXOGEHPDUYHOORXVLW¶V127FRPSXOVRU\EXW,FRXOGPD\EHKHOS
you with the English.   Thankyou very much.. glad you are enjoying 
Shakespeare.  
 
ALICE Interview on 16/9/08 
 
Hello how are you? 
Good. 
,¶PVRLPSUHVVHGWKDW\RXZRQ 
Ah, yes. And Masa won the MVP? 
Yes, 
But you are all valuable! 
Yes, I am so happy. 
 So are you going to Queenstown next year? 
,ZDQWHGWRJREXWP\SDUHQWVGLGQ¶WDJUHHZLWKP\RSLQLRQ 
Well the environment will be good too. 
So what have you been reading? 
,GLGQ¶WUHDG*56Eut I have often been in the library and reading about 
environment because I have presentation for Chris. 
Is it tomorrow? 
Yes  
What is your topic? 
Case of study in China about electricity generating. 
Difficult? 
Yes.  I have to read a lot and sometimes special words for special topics so I 
FDQ¶WXQGHUVWDQG 
<RXURUGLQDU\UHDGLQJKHOSVWKDW$QG\RXOLNHUHDGLQJGRQ¶W\RX"$UH
there any books you want to read? 
I wanna read Harry Potter. I have read it in Japanese but I have never read it 
in English so I wanna try. One of my friends is trying to read it but she told 
me it is quite difficult. 
,I\RXWDNHWKH-DSDQHVHERRNRQRQHVLGHDQGWKH(QJOLVKRQWKHRWKHULW¶V
HDVLHU,I\RXVWDUWZLWKWKHYHU\ILUVWRQHLW¶VWKHHDVLHVWDQGTXLWHVKRUW
Have you got the English version? 
No but my friend has it. 
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,WKLQNSDUDOOHOUHDGLQJLVYHU\JRRG,UHFRPPHQGWKLVPHWKRGDQGLW¶VIXQ
to learn how to say these strange things in English.. like spells. 
%HFDXVH\RXFDQLPSURYH$QGLW¶VIXQ,WKLQNVR 
6RWKDW¶V\RXUSURMHFWEXWGRQ¶WJLYHXSWKH)ULVEHH+RZRIWHQZLOO\RX
practice it now? 
Four times a week. But more relaxed than before, not serious, just for fun. 
 
 
 
 
 
November 2008 
Alice 
 
How are you? 
Good. 
Are you enjoying Billy Elliot? 
Yes. 
:KDW¶VJRRGDERXW it? 
He lives in England and his father and brother are miners. And this story is 
about Billy.. about 50 years ago in England. The miners fight with 
JRYHUQPHQWVRWKH\GRQ¶WKDYHZRUNVRWKH\FDQ¶WPDNHPRQH\DQGOLIHLV
very poor so .. but Billy wants to be a ballet dancer, he is interested in ballet 
EXWKLVIDWKHUDQGEURWKHUGRQ¶WDJUHHZLWKKLP 
,VWKDWZK\LW¶VDQLQWHUHVWLQJVWRU\" 
,W¶VDKDUGVLWXDWLRQIRU%LOO\WRGREDOOHWGDQFHEXWKHZDQWVKHGRHVQ¶WJLYH
up. 
Is that why you like it? Because of his character? 
Yes. And I like his .. he try to working and fights like his father and 
EURWKHU«QRWILJKWEXWKLVRZQFKDUDFWHU 
Do you admire him? 
<HVLIKHUHDOO\ZDQWVWRGRVRPHWKLQJ«,FDQ¶WGRWKLQJVVWURQJO\EHFDXVH
I often think about money and things but he tried to practice hard and I 
RIWHQJLYHXSWRP\JRDOVVR,DGPLUHKLPEHFDXVHKHGLGQ¶W:KHQ,ZDVDW
high school I studied art because I wanted to be an artist but in Japan 
courses is very expensive but I have 2 brothers so I worried about money so 
,ZRUU\DERXWQRWEHLQJDJRRGDUWLVWLQWKHIXWXUHDQG,FDQ¶WPDNHPRQH\
from my art so I really appreciate.. I admire him because he achieves his 
goal.  
Maybe in future you can do art as well as something else. Are you reading 
anything else now? 
,µYHEHHQWROLEUDU\HQYLURQPHQWDOWH[WERRNVDQGPDJD]LQHVDQG,¶P
reading about water pollution because I have a presentation in environment. 
 
 
 
 
1/12/08  
Alice 
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How are you? 
Good. 
Are you enjoying Billy Elliot? 
Yes. 
:KDW¶VJRRGDERXWLW" 
He lives in England and his father and brother are miners. And this story is 
about Billy.. about 50 years ago in England. The miners fight with 
JRYHUQPHQWVRWKH\GRQ¶WKDYHZRUNVRWKH\FDQ¶WPDNHPRQH\DQGOLIHLV
very poor so .. but Billy wants to be a ballet dancer, he is interested in ballet 
EXWKLVIDWKHUDQGEURWKHUGRQ¶WDJUHHZLWKKLP 
,VWKDWZK\LW¶VDQLQWHUHVWLQJVWRU\" 
,W¶VDKDUGVLWXDWLRQIRU%LOO\WRGREDOOHWGDQFHEXWKHZDQWVKHGRHVQ¶WJLYH
up. 
Is that why you like it? Because of his character? 
Yes. And I like his .. he try to working and fights like his father and 
EURWKHU«QRWILJKWEXWKLVRZQFKDUDFWHU 
Do you admire him? 
<HVLIKHUHDOO\ZDQWVWRGRVRPHWKLQJ«,FDQ¶WGRWKLQJVVWURQJO\EHFDXVH
I often think about money and things but he tried to practice hard and I 
RIWHQJLYHXSWRP\JRDOVVR,DGPLUHKLPEHFDXVHKHGLGQ¶W:KHQ,ZDVDW
high school I studied art because I wanted to be an artist but in Japan 
courses is very expensive but I have 2 brothers so I worried about money so 
I worry abRXWQRWEHLQJDJRRGDUWLVWLQWKHIXWXUHDQG,FDQ¶WPDNHPRQH\
from my art so I really appreciate.. I admire him because he achieves his 
goal.  
Maybe in future you can do art as well as something else. Are you reading 
anything else now? 
,µYHEHHQWROLEUDU\HQYLURQPHQWDOWH[WERRNVDQGPDJD]LQHVDQG,¶P
reading about water pollution because I have a presentation in environment. 
5/12/08 
Alice 
<RX¶UHWZRGLIIHUHQWSHUVRQDOLWLHV" 
I think we are similar in character. 
%XW\RXOLNHUHDGLQJDQG$\DQRGRHVQ¶W :K\GR\RXWKLQNWKDW¶VVR" 
I.. when I read books I feel relaxed and more calmed down. I like the 
feeling and I can imagination on the stories .. it is very interesting. 
Is it easier to read fiction? 
When I was young I liked fiction story like fantasy but now I read a lot of 
books about persons like Martin Luther King and I read history books in 
Japanese so I could learn facts so I like both. 
,I\RX¶UHIHHOLQJWLUHGGR\RXFKRRVHILFWLRQRUQRQILFWLRQ" 
8K««,I,ZDQWWRIRUJHWDERXWHYHU\WKLQJ,ZDQWWRchoose fiction and I 
focus on the story and I imagine the many things about the story in my 
brain so I feel better than before. 
Is there anything you want to add about what makes you choose a book? 
All books have small stories about the books and I read those first and I 
think if this book is interesting and I will try to read and I like art, so if the 
book has many pictures or photographs I will choose.  
Are you quite critical about the pictures? 
Yes. 
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:KDWNLQGRISLFWXUHVGRQ¶W\RXOLNH" 
I like careful piFWXUHV,UHDOO\OLNHSLFWXUHVLQFKLOGUHQ¶VERRNVWKH\KDYH
PDQ\SDLQWLQJVEXWERRNVIRUDGXOWVGRQ¶WKDYHPDQ\SLFWXUHV6R,FKRRVH
PRUHLIWKHUHDUHPRUHUHDOLVWLFSLFWXUHVWKDQLILWGRHVQ¶WKDYHFRORXU 
What do you specially enjoy about a book? 
I .. when I enjoy reading I feel .. I focus on the book so I can forget about 
many things. Just .. 
:KDWGRQ¶W\RXOLNH" 
7RZKHQ,IHHOERUHG,ZKHQ,UHDGDERRNDQG,FDQ¶WXQGHUVWDQGZKDWWKH
writer wants to say. 
In Japanese, if the style is not good, do you criticise? 
<HV$QGLI,GRQ¶WXQGHUVWDQG6RPHWLPHVWKHZULWHUKDVGLIIHUHQWRSLQLRQ
DERXWVRPHWKLQJDQG,UHDGWKLVERRNDQGXQGHUVWDQGWKHZULWHU¶VRSLQLRQ
EXWVRPHWLPHV,GRQ¶W,GLVDJUHHVRZKHQ,GRQ¶WDJUHH,GRQ¶WHQMR\
Also when I finish assignments and I have free time I want to read a book .. 
GHSHQGVRQ«RQO\PHLWGHSHQGVRQWKHVHDVRQ,QWKHVSULQJ,ZDQWWR
read love story or something but in the autumn I wanna read serious book 
like. 
So what do you do in NZ.. spring in NZ and autumn in Japan. What are you 
reading now? 
Serious! 
What are you going to read when Ayano comes to stay? 
I will recommend Japanese comics! 
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Appendix 4b: Transcipts ² Sally  
SALLY 
 
1.   
The Bookshop Trick, by John Escott: Heinemann New Wave Level 1 elementary 
 
ERP transcriptions May 17th 2007 E rror! Bookmark not defined. 
SALLY The Leopard. 
Do you like wild animals? 
S. Yes everything animals I like. I enjoyed this book because I like animals. Leopard is very clever. For example, 
when they are greeting nose to nose.  Leopard is a solitary animal. What is solitary? 
7KH\OLNHWREHDORQH7KH\DUHOLNHFDWVDUHQ¶WWKH\" 
Sometimes solitary. 
This is what you would say if you met a leopard. 
If I saw a leopard, what would I say?.. Conversation. 
Conversation. Can I ride on your back? 
OK come on. 
Run, run fast..  
 
OK hold on. 
7RRIDVWEXWLW¶VIXQ 
I climb tree.  
OK 
+ROGRQ« 
Too high but there is a very beautiful view. 
 
Have you finished this book, Sayaka? What are you going to read next? 
0\VFKHGXOH",¶PJRLQJWRUHDGDERXWDQLPDOVEXWDORQJHUERRN 
Which animal? 
Giraffe or dolphin. 
 
How do you feel when you read?  
Happy, excited, interested. 
 
Sally. 
Elephants.  
Ah.. about elephants. Elephants like... how do eat elephants, and body size.. and nose.. trunk.. how to use trunk.  
9HU\FOHYHU(DWVWKUHHWLPHVLWVVL]HHYHU\GD\+XPDQVHDWOHVV%XWZHHDWVRPHPHDW,GRQ¶WOLNHPHDW 
Are you vegetarian? 
1R,OLNHILVKEXW,GRQ¶WOLNHPHDW 
What about the character of the elephant?  
It has a nice character. 
Have you ever met an elephant? 
Yes, I have ridden on an elephant when I was a child. Very big! 
Why do you like this book? 
I like animals so I found the section in the library where all the books are about animals. I want to read all the 
DQLPDOERRNV%XWGLIIHUHQWERRNV7KLVLVWKHWKLUGERRN,¶YHUHDGDERXWDQLPDOV 
How do you feel about the book? Is it easy? 
Easy. So..more difficult I want to read but not yet I look for about animals. 
HaYH\RXILQLVKHGWKLV"$K\RX¶YHJRWXSWRSDJH[['R\RXOLNHSLFWXUHV" 
Yes. 
Where is it? 
Africa. 
Would you like to go to Africa? 
Yes. 
How do you feel about this book? How many stars? 
3 stars.  Interested.  Happy. Curious. 
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Sally 
You can read Elephants to me. Just a little bit. 
This is ... threat? 
It means danger. What are the dangers for elephants? 
Yes. 
:KDW¶VWKLVFDOOHG" 
Tusk? 
/LNH\RXUWHHWK,W¶VPDGHRILYRU\ 
Oh! Teeth tusk? Elephant teeth? 
<HVLW¶VPDGHRILYRU\<RXUWHHWKDUHPDGHRILYRU\ 
Colour? 
No, material. 
Ah, calcium. 
<HVLW¶VJRWFDOFLXPLQLW<RXFDQPDNHEHDXWLIXOWKLQJVRUQDPHQWV 
Sculpture? 
Yes, and jewellery. 
Used to make billiards. I know this billiard ball elephants threat. 
(OHSKDQWV¶WXVNV 
3LDQRNH\V,Q-DSDQLW¶VXVHG for signature stamps called hankos....ah, stamps made of tusks. I was surprised! 
%XWQRZSLDQRNH\VDUHXVXDOO\PDGHRISODVWLFEHFDXVHLW¶VLOOHJDO 
<HV\HV4XHVWLRQ",I,UHDG,GRQ¶WNQRZZKDWZRUGGLFWLRQDU\",QHHGWR 
You want to ask can I use the dictionary? 
Yes. 
Yes but first try to think. Then look at the dictionary. 
Ando... read first? 
Yes. Does it help to read to me? 
Yes. What are poachers? 
Poachers are bad people. Poachers steal elephants tusks. 
People in picture... anti poachers! 
Antipoachers are good.. poachers are bad. 
Ah!!  Saw is what? Sword? 
No, saw. (draws)  
Ah!! After elephanto killed. 
After they have killed the elephant. 
Extinction? 
Dinosaurs are extinct. 
Yes!!!  
What will you read next? 
Picture and sentence buto..will be fatter. In library look for fat book. 
A longer book. 
Ah!! Longer book in library! 
 
Sally: June 11th 
 
Elephants finished, and next one is Shark.  
Why did you recommend the elephant book? 
Elephant is a very clever animal. For example, I told you about elephants can recognise the 
bones of an elephant. If an elephant find the bones of a dead elephant, elephant can touch 
them with its trunk and pick them up. Elephants have good feel.  
Ah, yes, HOHSKDQWV¶JUDYH\DUG 
Yes, cemetery, elephant cemetery. 
So what about the shark? Intelligent? 
Maybe. Scary. But I read this book up to here.  Shark eyes and teeth and pectoral fins .. about 
VKDUN¶VERG\$QGZK\VKDUNQDPHGVKDUNWKHJUHDWZKLWHVKDUNgives Latin name) means 
UDJJHGWRRWK$QGVKDUN¶VZHLJKWDQGOHQJWK 
Would you like to meet a shark? 
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Yes, yes... when I was child I went to Marine World. I was not scared of shark. I would like 
to work in Marine World in the future. I like animals so sea animals I like very much, like 
dolphins, whales . 
After  sharks what will you read? 
Maybe...  also about Australia books, I will borrow from the library.  
 
 
Tell me about your book. 
Japan. 
Not about animals? 
1REHFDXVHWRPRUURZSUHVHQWDWLRQDQG,¶GOLNHto explain about my country. 
Ok 
7KLVERRNLVDERXW-DSDQ&OLPDWHRI-DSDQDQGSRSXODWLRQRI-DSDQ,GLGQ¶WNQRZEXW,UHDG
this book and I understand many new things of Japan. 
Surprise? 
<HV,DP-DSDQHVHEXW,GLGQ¶WNQRZ-DSDQGHHSHU 
What was the most surprising thing? 
(YHU\WKLQJ,GRQ¶WOLNHKLVWRU\VRWKHZRUOGZDUDQGZRUOGZDUGHWDLOVWKLVERRNLV
written.  
:KDW¶V\RXUIDYRXULWHSDUWRIWKHERRN" 
7KLVSDUWWKHIRRG,OLNH-DSDQHVHIRRGDQG,PLVVLWKHUHVR«(YHU\IDPLO\HDWQRWOLNH
picture food every day, but on special days like picture food. 
Is it a good book? 
<HVLW¶VJRRG 
What do you like specially? 
Pictures, information. This book is skinny but lot of information about Japan and many 
pictures.  
 
Sally. 
What are you reading about this time? 
Tell me about it. 
David Beckham. He played for Manchester United. But now in America. 
What about his character? What do you think? 
When he was young he often get angry in games , but he thought .. changing his mind, he not 
often get angry. But newspaper his life and his wife and his children.. paparazzi... they 
always follow him. He gets angry with the paparazzi. 
Is he a good football player? 
Yes. 
Do you like football? 
<HVEXW,GRQ¶WOLNHKLP,OLNH&KULVWLDQ5RPDQRPRUHWKDQKLP&KULVWian took his place but 
his number is the same. And next Christian match play number 7.  
Same position? 
Oh, no, different. Christian is forward. 
What about his family? 
Family is Victoria and one child. Now 3 children but this book... one child. 
Do you think KH¶VQLFHORRNLQJ" 
Yes, but Christian Romano better. 
%HFNKDP¶VIDWKHUDQGPRWKHUOLNH08VRWKH\ZDQWHGKLPWRMRLQ 
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He wanted to join MU too HE really liked soccer. His father gave him a football so he 
practised everyday and became a good football player, so I will make an effort to  speak 
English.  
What are you going to say to him? I respect you! 
Would you recommend the book to your friends? 
Yes . 
What are you going to read next?  
About Australia. 
 
Sally 
Australia. 
A lot of sand.  Dessert.  
Dessert is cheese cake. Desert.. sand. 
$KD3HRSOHFDQ¶WOLYHLQWKHPLGGOH&HQWUH$XVWUDOLD0RVWRISHRSOHOLYHURXQGWKHFRDVW
And Australia has many animals. Kangaroo and koala and Tasmanian Devil is famous. 
Australia exports wheat to other countries... noodlHVEUHDGRI$XVWUDOLD¶VZKHDWLV
exported.  I am surprised.  Japan buys wheat from Australia.    
Have you ever seen a kangaroo? 
When I was junior high school student I was in Australia for home stay. I looked at kangaroo 
and I hugged.... 
Hugged a kangaroo? 
1RNRDOD9HU\FXWH*RRGPHPRU\%XWQRZNRDODFDQ¶WZHFDQ¶WKXJZLWKNRDOD
because koala if hugged gets damaged. Only Australia see this... duckbilled platypus. 
Mammal but looks like fish. Babies.. eggs.   Interesting. 
Good pictures? 
Yes, JRRG$QGDERXW$XVWUDOLD,NQHZVRLW¶VHDVLHU 
Do you like information? 
Yes.  And I would recommend this book.  All good. 
Next book? 
I am interested in European culture so maybe next book will be about European culture. 
 
12th July 2007 ERP interview 
Sally 
7HOOPHDERXWZKDW\RX¶UHUHDGLQJ 
 
Panda. Giant Panda. Because I think I have to read this book before morning class. Teacher 
says we have to write essay. My essay topic is giant panda. 
Research? 
Yes, research. Giant panda is in China, just China, and .....measures 70-80 cm tall at the 
shoulder. And weighs 150 kilogram. 
What do they eat? 
Ah... pandas.. bamboo.  This is the red panda, and this is the giant panda. They are same 
name but different.. not same family. Giant panda is a kind of bear but red panda is a kind 
of ......... raccoon. Different. But they are pandas. 
Are there a lot in the world? 
Yes. 
Is this a good book for your essay? 
<HV(VVD\WRSLFLVYHU\GLIILFXOW,FDQ¶WNQRZKRZWRZULWHXQWLOWRPRUURZ,ZLOOPDNHDQ
effort. 
Will you get more books about pandas? 
 269 
 
No, just this one. Very good pictures and good facts. 
Anything that surprised you? 
Ah.. mmmmm  panda is .. looks good and kind but true fact is he is wild. Fierce. 
Would he hurt you? 
Sometimes. Female ..for example female panda was born baby and female panda is angry 
somebody. 
Ah.. female pandas protect their babies.  Not as gentle as they look. 
Yes, yes. 
 
 
14/09/07 
Sally. 
Mother Teresa (blue) ,¶PUHDGLQJDERXW0RWKHU7HUHVD 
Do you know much about her? 
She was born .. August 26th 1910 .. how do you say this? Skopje. Where is  Albania? In Europe? 
Near Greece. 
She has one sister and one brother. She is the youngest, and this picture is her brother and sister and 
her. Her brother is going to the military academy. This picture take before he goes.   Before she is a 
nun.. her father is a very rich man, then he died and mother loved her children very much but family 
was not rich. But very strong Christian, religious.  So her mother taught her children to pray and help 
other people. And when she was 18 years old she decided to be a nun.  Nuns clothing.. dark. Boring, 
because no colours.  Interesting for me because Mother Teresa won Nobel Peace Prize in 1979. 
Well done! 
,¶PSURXGRIKHU 
Is it easy for you to read? 
Yes because English speaks... and font is big. And I know these words so I can read easily. 
Why did you choose Mother Teresa? 
I chose her because when I was in Junior High School I read Japanese book about her.  
 
SALLY 
25/09/07 
:K\KDYHQ¶W\RXEHHQUHDGLQJPXFKODWHO\" 
(U«,¶PEXV\6Dkura Festival.  
Do you think reading is good for your English? 
$K«VRVR 
What helps your English most? 
Mmmmm words.  
Learning vocabulary? But you can learn from reading. Tell me anyway about Mother Teresa. 
$IWHUHDUO\OLIHVKHEHFDPHDQXQEXWVKHFRXOGFKDQJHQDPH+HUUHDOQDPHLV$JQHVEXWKHUQXQ¶V
name is Teresa.  So when she became a nun she lived in  India for twenty years. She had only one 
bag.. just only one bag.  
How many bags have you got? 
I have four. She has everything she needed in one bag, so she lived simply 
You admire her? 
Yes. 
 
ERP Transcriptions 20th November 2007-11-29 
Sally 
The Kobe Connection Ch 1 
 
 
He went to America. 
Did he? 
Ah.. he went to Kobe. 
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Not just one boy.. there was a group. What happened to Andrew? Did he go to Japan. 
Yes. 
No!!! Look at the title.. a surprise. What happened? 
,GRQ¶WUHPHPEHU 
Look.. something was wrong.  
$K«'DLVXNHZHQWWR$PHULFD 
1R'DLNVXNH¶VVFKRROKDGDQ$PHULFDQJURXS$PHULFDQFODVVZKLFKZDVYLVLWLng Japan. But 
'DLVXNH¶VSDUWQHU$QGUHZFRXOGQ¶WFRPH 
Oh!!! 
Andrew was a very good partner for Daisuke..liked baseball. But Andrew has broken his leg. 
Yes yes!! 
6RKHFDQ¶WFRPH7KDW¶VEDGQHZV%XWDOVRJRRGQHZV$QRWKHUVWXGHQWJRW$QGUHZ¶VWLFNHW6HE is 
here now. 
$K«$QGUHZFDQ¶WJRWR-DSDQ6R$QGUHZ¶VWLFNHWZDVJLYHQWRVRPHRQHDQRWKHUVWXGHQW 
The other student is a girl. What do we know about Daisuke? Has he got a girlfriend? 
No. 
+HKDVORRNLQJDWWKHVWRU\%XWLW¶VDVHFUHW6RZKDWis his girlfriend going to think when Daisuke 
has a girl staying with him. 
$K«DQJU\ 
6RUHDGSDUWDQG\RX¶OOILQGRXWZKDWZLOOKDSSHQ 
,WKLQN,UHDGLWEXW,GRQ¶WXQGHUVWDQG%XWQRZ,XQGHUVWDQG 
Have you been reading anything else? 
About Korea. Because my class have to write an essay. 
Interesting. Did you know about Korea before? 
No. So new information. Interesting. 
Good essay? 
1RW«EXW,GLGP\EHVW 
 
SAYAKA Interview 16/9/08 
 
What have you been doing recently? 
(long pause) Nothing. 
Ah. 
No, I begin to work, in town. 
Where? 
Hana Myazaki.. Japanese restaurant in Palmy. 
Oh yes, quite expensive. 
I think so. 
Do they give you some food? 
2K\HV«,PDNH«WHU\DNLDQGGR\RXNQRZVXNL\DNL" 
No 
 9HJHWDEOHDQGPHDWDQG« 
Ah, sukiyaki.. My fault I had the wrong pronunciation! So do you get to eat any of it? 
No, never. 
Not even after they have closed. 
No. But food looks yummy so I wanna eat. 
IF you went there would they give you a discount? 
,¶PQRWVXUH$QG,¶PGRLQJKRPHVWD\6R,FDQZRUNDWWKHJapanese resraurant in the town.. so I am 
happy. 
Is the homestay family a nice family? 
Yes, very nice. 
Do you speak a lot of English? 
5HFHQWO\,GLGQ¶WWDONZLWKP\IDPLO\EHFDXVH,KDYHZRUNDQG)ULVEHHSUDFWLFH 
Were you in the winning team? 
Yes. 
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You did so well! 
,GLGQ¶WWDNHSDUW-XVWP\IULHQGVZRQ 
Ayano and Ayako and Jun and Masa.? 
Yes. 
+RZ¶VWKHVWXG\JRLQJ 
I have 2 presentations and also tomorronw I have presentation about solar power station in 
HQYLURQPHQWDOVWXGLHV6R,DPQHUYRXV,GRQ¶WKYe done it before so I nervous. After this I am going 
to go to Library and research. 
Your speaking is better now so it should be easier.  So you have to do some reading about solar power 
stations.  What else have you been reading? 
Recently I have been reading Billy Elliot in class. I have read it when I was foundation student so I 
can read easily. 
Does it help to read it twice? 
Yes, yes good. And teacher explains difficult words s o I can understand easily. 
Did you ever do ballet? 
No but my friends.  And I watched movie of Billy Elliot and I liked story.  
Do you know any other similar stories?  
,¶PQRWVXUH 
Are you reading any other books? 
No but I have a lot of worksheets about environmental studies and handouts from Steve and I have to 
read them. 
Do you read newspapers or magazines? 
Sometimes I read magazines about gossip and scandal. 
Is that good? 
Yes, sometimes I read about actors and Harryood. 
Harriet? 
Hollywood! In America! 
Which ones do you want to read about? 
Recently I read about Angelina Jolie and Brad Pitt gave birth to twins. 
Brad Pitt? Did he give birth to twins? 
Nooooo!!!! 
Have you been reading about sharks and dolphins etc? 
No but I have been taking Marine Biology with Steve so I have to read a lot of handouts. 
Are you doing anything for Sakura? 
No but I help my friend. I help them to make Japanese dumplings.. gyoza. 
 
Sally. 5/12/08 
 
How is life? 
Good! I am still working in Hana miyaki. And I start working in café. Do you know Bean Café? 
Yes. Very nice coffee. When do you work there? 
In the morning a lot of people come. On December some other people who will work. I am going to 
stay here in summer and go back to Japan on March. 
Are you doing any reading? 
 ,GRQ¶WUHDGERRNPRUH 
Not even text book? 
Yes, yes. One of my leFWXUHUVLV6WHYHDQGKHKDQGHGRXW«DORWRIKDQGRXWV:HKDYHWRUHDGDORWRI
handouts because we can understand his class. 
Do you read them slowly? 
Sometimes slowly and sometimes quickly. 
Are they easy? 
'HSHQGVRQSDSHU%HFDXVHLI,GRQ¶WNQRZDORWRI ZRUGV,FDQ¶WUHDGTXLFNO\ 
Any reading on the internet? 
Just handouts. But recently I have assignment in class about the environment and we have to research 
about information in English on internet. 
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Do you ever read magazines? 
No. 
No Japanese reading? 
5HFHQWO\,GRQ¶WUHDGDQ\ERRN 
Did you go to Kapiti Island? 
Noooo. I am looking forward to going next semester. But Steve is leaving. I worry about next teacher. 
%XWLW¶VJRRGIRU6WHYHDJRRGMRE$QGWKHVRUWRIMRE\RX¶GSUREDEO\OLNHWRRLVQ¶WLW"With DOC? 
Yes, yes. 
 
Sally 
 
7KLVLVSUREDEO\WKHODVWWLPHZH¶OOFKDWDERXW\RXUUHDGLQJVR,MXVWZDQWWRFKHFNZLWK\RXWKDW¶V
\RX¶YHGRQHWKLVVXUYH\ 
Yes. 
Did you find it easy to understand? 
Yes. 
Which one is the happy owl? 
This one! (indicating the one at the left.) 
Tell me whether you think your reading has changed since you came to IPC? 
$DK«,ZDVSRRUDWUHDGLQJLQ(QJOLKVZKHQ,ZDVFRPHKHUHEXWQRZ,FDQUHDGVRPHERRNVLQ
English. 
Do you feel good about this? 
Yes. 
Do you LIKE reading in English? 
No. 
Why is that? Is it difficult? 
1R«LI,DPQRWLQWHUHVWHG,GRQ¶WOLNH%XW,OLNHUHDGLQJ 
Has your reading in Japanese changed? 
I read less in Japanese. 
,VWKDWEHFDXVH\RXKDYHQ¶WJRWWLPH" 
Yes. 
What do you like reading in Japanese? 
Comics and magazines. But recently almost I am reading books in English. 
Amazing! But still difficult? 
Not difficult. Some times I read new words, but not difficult. 
What are these books? 
Handouts. 
Any stories? 
Just Billy Elliot. Because my class had to read it. 
Good? 
Yes because when I was a Foundation Student I read it twice so I can understand it. 
,VWKHUHDQ\WKLQJ\RX¶GOLNHWRVD\DERXWWKHVHTXHVWLRQV":KDWGR\RXOLNHDERXWWKLV" 
I have interest in a book so I feel like enjoying it. 
,I\RX¶UH127LQWHUHVWHG, GRQ¶WIHHOOLNHHQMR\LQJLW 
Anything else? 
New books!  
Nice paper? 
1R«SRSXODU(YHU\ERG\UHFRPPHQGVLW 
Thankyou very much Sally.  
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Appendix 4c: Transcripts -­ Suzie 
10th May 2007 
Suzie: This is a green level (level 3) book, called Just like Trisha. S explained that this is a 
ORYHWULDQJOHVLFDQGLWWDXJKWKHUWKDWORRNVDUHQ¶WHYHU\WKLQJ/RYHVWRULHVDUHKHU
favourite, and she engaged with the characters in this one. 
Just like Trisha: Edward Arnold Elementary 
17th May 2007 
Suzie 
The story is called the 5 towers, and it is many stories. My favourite is this (Rules of 
engagement: Arnold Bennett Green level 3) 
It is about this man. He wants to marry so he must tell his mother, so he went to her home, 
EXWKHGLGQ¶WWHOOKHU0D\EHKHLVVK\+HGHFLGHGafter dinner maybe I will tell her, but he 
GLGQ¶W$WKHUKRPHLV0U1L[RQZKRLVDIULHQGRIKLVPRWKHU¶VIURPDORQJWLPHDJR$IWHU
they have dinner Mr Nixon says that HE wants to marry the mother. So the son STILL 
GRHVQ¶WWHOOKLVPRWKHU 
What kind of story is it? Would you call it a romance? 
No love story! Similar a comedy. The end result is funny. 
Are you going to read the other stories? 
<HV,¶PHQMR\LQJWKHP,WLVDOLWWOHGLIILFXOWIRUPH,FDQXQGHUVWDQGZKDWWKHZRUGVPHDQ
but the content is a little difficult. 
 
How do you feel when you read? 
Interested, curious. 
 
 
24th May 2007 
Suzie 
A Christmas Carol. 
Why did you choose it? 
Because I saw the cover. He is smiling and the others are smiling.. so he is making them 
happy and I like happy stories. 
Is it a modern city? 
,W¶VDFLW\ 
Is it year 2007? 
1RLW¶V" 
Something like that. 
(S shows introduction) 
He was born in 1812 and he wrote it when he was 31. so 1843! 
Good maths! Do you like old stories? In Japanese too? 
,W¶VGLIILFXOWZKHQ,ZDVDFhild tv programmes and books showed stories about long time 
ago and I liked them. I could learn about the past. 
Well, this is the past in London. Tell me about it. 
He is .. Scrooge. He is poor. 
+H¶VQRWSRRU+H¶VJRWDORWRIPRQH\%XWGRHVKHXVHKLVPRney? 
1R+HGRHVQ¶WOLNH&KULVWPDVDQGKHPHWDJKRVW,WKLQNKHFDQOHDUQVRPHWKLQJIURPWKH
ghost. Story is interesting, and easy. So successful. 
18th June 2007 
 
Hello. How are you? Cold day today? 
White this morning. 
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Frosty! 
<RX¶YHJRWDQRWKHURQH" 
Yes. 
Tell me about Audrey Hepburn 
I finished Audrey Hepburn. I enjoyed it. 
What were you going to say to AH? 
Are you satisfied with your work? 
Why would you recommend it to your friends? 
6KHZDVDQDFWRUEXWVKHZDVQ¶WMXVWDQDFWRU,FRXOGOHDUQPDQ\WKLngs.  
You admire her? 
Yes. 
What would you ask her? 
Why did you become an actor? 
What do you think? 
She wanted to be a dancer but her teachers say that you would never be a dancer because she 
is small and very skinny so sorry, you can give up. If I was in hHUSRVLWLRQ,FDQ¶WJLYHXSEXW
she can give up so I ask why did she become actor.  She wanted to say something to people 
because she explained about war. She went around the world Transcript of interview on 18th 
June 2007 
 
Suzie 
What have you been reading? 
This is a little hard but ........... 
Ah, Titanic. Have you seen the movie? 
Yes a long time ago. But this is the proper story. 
What happened? 
This ship.. attacked.. hit... iceberg. And front... sank. And broke into two. 
And what happened to the people? 
Child ... 3000 on that ship. But this ship had lifeboats for 1128 people so... women and 
children got into lifeboats.. many men .. died. Drowned.  
Is there a character you like? 
Ah.. this man looked for the children.. and died. Nice man. Sad. 
Were there any SHRSOH\RXGLGQ¶WOLNH" 
Crew. Because they survived. Many crew survived but many passengers drowned.  
Why do you like this book? 
,NQHZDERXWLW,W¶VUHDO 
What would you say to the crew? 
You should have saved the passengers. 
Would you recommend the story to your friends? 
Yes. 
How many stars? 
5! 
 
and she have good time in her childhood, so she wanted to make many people have a happy 
childhood. 
<RXUHDGLWLQKRXUV"7KDW¶VTXLFN:KDWDERXW+HLGL" 
I know about this story because this story is an animated cartoon in Japanese TV but I have 
never seen this story  
How much have you read so far? 
Aha. You like Heidi? 
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<HVVKHGRHVQ¶WKDYHKHUSDUHQWVEXWVKHKDVQHYHUFRPSODLQHGDQGVKHGRHVQ¶WIHHODORQH,
FDQ¶WEHOLHYH,QKHUVLWXDWLRQ,FDQ¶WOLYH 
Do you like the description of the mountains? 
Yes. 
Do you like the grandfather? 
Yes. 
Do other people like him? 
,QWKLVRQO\+HLGLDQG3HWHUDQG*UDQGIDWKHU*UDQGIDWKHU¶VVLVWHUEURXJKWKHUXSEXWVKHOHIW
her with Grandfather because she wanted to work. 
How many stars so far? 
Ah! Maybe 5. 
6th July 2007 
(53V-XOLH¶VFODVV 
PRESENTATIONS 6th July 2007-07-06 
 
Suzie: Just Like Trisha. 
 
She started with a question to the boys: 
Who would you choose as a girlfriend: Beautiful but unkind or rather plain, but kind. 
Answer: Can I have both? 
S explained the story well; she had a good grasp of the plot. She finished with a question to 
WKHJLUOVZKDWZRXOG\RXGRLI\RXIHOOLQORYHZLWK\RXUIULHQG¶VER\IULHQG"7KHYHU\PRUDO
JLUOVUHSOLHGµVWRS¶DQG6DJUHHG 
They all appeared to engage with this story. 
S was clear, confident, made good use of questions.      My grade: A 
 
7th July 2007 
Suzie 
How many books have you read altogether? Six? Good!  
,¶YHILQLVKHG+HLGL.ODUD¶VIDWKHUWRRN+HLGLWR+HLGL¶VJUDQGIDWKHU¶VKRuse and she became 
KDSS\DQG.ODUDFDPHWR+HLGLWRSOD\ZLWKKHUDQG3HWHUZDVMHDORXVEHFDXVH3HWHUGRQ¶W
KDYHIULHQGMXVW+HLGLVRKHWULHGWRWKURZDZD\.ODUD¶VZKHHOFKDLUEXW.ODUDDQGKHUIDWKHU
ZHUHYHU\NLQGDQGKHZDVQ¶WSXQLVKHGDQG+HLGLWROG Peter to read a book and Peter began to 
read and Heidi read more. 
Did you like the book? 
Yes. 
Why? 
Because I learnt human friendship and friends is good.  
$Q\WKLQJ\RXGLGQ¶WOLNH" 
Yes. 
What? 
I liked it all. I thought before reading Heidi it is difficult to change human character but after 
UHDGLQJLWKXPDQVFDQFKDQJHKXPDQV)RUH[DPSOH+HLGL¶VJUDQGIDWKHULVYHU\FROGEHIRUH
VHHLQJ+HLGLEXWLQWKHUHKHZHQWWRFKXUFKDQGVWDUWHGUHDGLQJWKH«ERRN«WKHELEOH+HLGL
changed him. I thought.  
How many stars? 
Five. 
7HOOPHDERXWWKH(PSHURU¶VQHZFORWKHV 
,FKRVHWKLVERRNEHFDXVHWKHFRYHULVLQWHUHVWLQJ+HLVHPSHURUDQGKHZDV«,GLGQ¶W 
IS there a Japanese story the same? 
 276 
 
Yes. 
Do you think it teachers something? 
6RPHWLPHVZHDUHLQIOXHQFHGE«,GLGQ¶W know this book before borrowing this book but 
when I read it I found I knew it.  
IS there a Japanese story the same? 
Yes. 
Do you think it teachers something? 
Sometimes we are influenced by the atmosphere.  
So you can make people believe something. 
I thought everyone should believe what myself wants so include my friends and other 
SHRSOH¶VRSLQLRQ%HFDXVHHYHU\RQHNQRZVKHGRQ¶WZHDUDQ\WKLQJEXWKHVD\VKLVFORWKHVDUH
EHDXWLIXOEXWLW¶VQRWWUXH 
Silly emperor. 
And everyone else because they all VD\LW¶VWUXH 
 
 
12th July 2007 
Suzie 
 <RX¶YHUHDGDQRWKHURQH" 
Yes, and before another one. 
You finished the girl next door? 
<HV-RKDVORVWKLVMRE+HLVORRNLQJIRUDMRE-R¶VPRWKHU¶VFRXVLQOLYHVLQ6\GQH\VR-RLV
going to Sydney and Julia lives QH[WWR-R¶VDXQW0D\DQGZKHQ-RZDVDWWKHKRXVH-XOLD
has a dog which always bites people so they are scared.  One day the dog disappears.  Julia 
DQG-RDUHORRNLQJIRUKHUEXWWKH\FDQ¶WILQGKHU-RFDQ¶WILQGDMREVRKHKDVWRJRWR
another town and May knows a friend there so Jo goes there. And there is a dog similar to 
-XOLD¶V$FWXDOO\WKHGRJZDVJLYHQWRWKHPDZHHNDJREXWWKH\GRQ¶WNQRZZKRIURP%XW
Jo knew that May sent it.  
How complicated. So everyone was happy? 
<HVEXW0D\¶VKXVEDQGIalls down.. goes to hospital. So Jo stays and looks after him. 
Why did you like this? 
:KHQ,ZDVUHDGLQJ,GLGQ¶WNQRZZKDWZDVJRLQJWRKDSSHQVR,ZDVVXUSULVHGHYHU\WLPH 
When you read, and your friends are talking, do you notice? 
My best friend is recHQWO\DOZD\VVWXG\LQJVRLW¶VHDV\WRUHDGLQWKHURRP 
And what about the latest book? 
America? There are many things about living in America.  I was surprised in America 
everybody has a car. 
Not in Japan? 
Yes, but in America people go everywhere by car, to meet friends or go to the Mall, shopping, 
EXWLQ-DSDQORWVRIIDPLOLHVKDYHDFDUEXWLIZHGRQ¶WKDYHDFDUZHFDQJRDQ\ZKHUHE\
train but there are not enough trains in America. In Japan we can drive over 18 years old but 
in America over 16 years old and in some towns over 15 years old. 
Which book do you like better? Fact or fiction? 
The America one because I have never been to America so I could know everything about 
America. 
19th July 2007 
Suzie 
Is this fictional or facts? 
Fiction. 
Why did you choose it? 
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Because this picture looks funny. 
Yes, but the title might be scary. 
I thought the title is comedy. 
Were you right? 
,W¶VQRWFRPHG\ 
So what happens? 
Ah... this is Gabriel and he is Michael. And Sylvia. 
Where does this happen? 
But Michael loves 6\OYLD+LVJLUOIULHQGLV6\OYLDEXW6\OYLDGRHVQ¶WNQRZZKLFKRQHVKH
ORYHV2QHGD\*DEULHODQG6\OYLDDUHJRLQJWRPRYLHEXW6\OYLDGLGQ¶WZDQWWRJRWRWKH
movie but Michael is going to have dinner with her. He decided to watch a movie and 
Michael and Sylvia went to a restaurant. M loves S because her family is very rich but her 
father is rich but he has died so her mother and her live in a nice house but they are not rich 
because her mother is sick. But M thinks they are rich because the furniture is very gorgeous. 
0ZDQWHGWRVLWLQWKHIURQWRIWKHUHVWDXUDQWEXWKHGLGQ¶WERRNVRKHFRPSODLQHG6ZDV
embarassed. They went out of the restaurant and then the earthquake happened.  It was such a 
big earthquake that the restaurant collapsed so they were lucky not to be injured. She worried 
DERXWKHUPRWKHUEHFDXVHVKHFDQ¶WZDONVRVKHZHQWWRKHUKRXVHRQIRRW6KHDUULYHGDWKHU
KRXVHEXWKHUPRWKHUZDVQ¶WWKHUHEXWKHUQHLJKERXUWROGKHUDERXWKHUPRWKHU+HLVROGVR
KHFDQ¶WUHPHPEHUZKRJRWKHUPRWher, but he tried to remember and he remembered it was 
Gabriel who rescued her mother and took her to a park. 
Did you guess that? 
Yes. Gabriel before he rescued her mother was waiting outside the theatre so something fell 
on his leg and it broke, but he woke up he was on the grass because the nurse fixed him. 
There were a lot of people there so the nurse was so busy so she went and so he went to 
6\OYLD¶VKRXVHHYHQWKRXJKKHKDGDEURNHQOHJ 
Do you like this story? 
So so because.. I know how scary an earthquake can be. 
Have you experienced a bad earthquake? 
Since I was born I have experienced not bad earthquakes, but Osaka and Kobe had bad ones 
and my friends have experienced them. So there were many house fires and many people died.  
But I was expecting a comedy and this was not. 
Do you want to finish it? 
Yes, 
 
 
14th September 2007 
14th September 2007 
6KL]XND)RUWXQH¶V)RROJUHHQ 
Major character is Mazanka.. she lost her parents, and she is a gypsy. She has one brother.. 
she always in tent, and people have trouble and visit her and she will teach by crystal ball 
what happens. 
.tell the future? 
Yes. 
Do you like that? 
$FWXDOO\FU\VWDOEDOOGRQ¶WWHDFKDQ\WKLQJ%HFDXVHVKHMXVWWHOOVSHRSOHKDSS\WKLQJV)RU
example, one old lady visited her, and she lost her husband and Mazenka told her you can 
meet him again in the future, and the lady believed this. 
What do you think about fortune telling? 
,GRQ¶WEHOLHYHLWEHFDXVHIXWXUHQRRQHFDQNQRZ 
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You find it interesting? 
,IZHFDQNQRZWKHIXWXUH,WKLQNZHGRQ¶WKDYHWRVWXG\ 
This is a green one.. easy? 
,UHDGWKLVHYHU\GD\LQZULWLQJFODVV,UHDGVFDQQLQJDQG,GRQ¶WXVHGLFWLRQDU\LISRVVLEOH 
Are you enjoying it more than last term? 
Yes.  
 
25th September 2007 
SUZIE 
 
You have been busy with Sakura? 
<HV,KDYHQ¶WUHDGPXFK%XWVRPHRIWKLV2QHGD\DOLWWOHJLUOFDPHWRYLVLW0DOHQNDDQG
VKHKDGWURXEOH+HUSDUHQWVGLGQ¶WNQRZVKHFDPHWRYLVLW$FWXDOO\0DOHQNDGLGQ¶WVHHWKH
future but she always told lies, and she also told the little girl easy words but she could hear a 
YRLFHDQGVKHKDGKHDGDFKHEXWVKHZDVYHU\VXUSULVHGDQGGLGQ¶WWHOOWKHOLWWOHJLUOZKDWWKH
YRLFHVDLG+HUEURWKHUDOVRFRXOGVHHEXWKHGLGQ¶WKHDUYRLFHVEXW0DOHQND¶VPRWKHUFRXOG
hear voices. Her brother believed her. Next day, she thought little girl would come again but 
VKHGLGQ¶W0DOHQGND¶VPRWKHUWROG0DOHQNDDERXW7DURWFDUGVVRVKHWULHGWKHP:KHQ,
was 8 I was in hospital and there was a little girl next to my bed and her mother could tell 
Tarot cards. She told me and my mother aboiut my family.  
Was it true? 
<HVEHFDXVHP\ROGHVWVLVWHUZLOOYHU\ELJVSHQGPRQH\DQGWKDW¶VWUXHEHFDXVHP\ROGHVW
sister is a nurse and costs a lot of money to train, and her teeth needed a lot of money to 
straighten. My mother always says that what that mother said was true.  
%XW\RXGRQ¶WEHOLHYHLW" 
Yes, I had forgotten that. 
6th November 2007 
ERP interviews November 6th 2007 
 
Suzie 
 
Tell me about the USA 
I chose this because I knew I would have to write essay about it.  
Did you choose the country? 
Yes, I chose the USA, because it is a very big country and there is many population and it can 
get many rainstorm. 
The pictures are lovely.. does this remind you of Japan? 
Yes. 
What else is interesting for you? 
7KH:KLWH+RXVH$IWHUWKLV,ORRNHGDWWKHLQWHUQHWDQGIRXQGWKDW%XVK¶VGDXJKWHUVDZ
many ghosts in the White House 
Which ghosts? 
,GRQ¶WNQREXWVKHVDLGPDQ\FKLOGUHQEHFDXVHVKHVOHSWLQWKHURRPZKHUHPDQ\SUHVLGHQWV¶
children had slept and she heard many people and children sing and opera and sometimes 
someone played the piano. 
Do you believe this? 
Yes because if I was the daughter.. it is a very big house. I think I would hear ghosts even if 
ghosts were not there.  When I read the internet I remind of this book.  
I was surprised because because more native Americans were Indian and many American 
SHRSOHFDQ¶WVSHDN(QJOLVKLQWKH86$ 
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So it told you new things? 
Yes. And I liked the pictures and it was easy because there are many pictures and graphs and 
key points. 
 
 
 
20th November 2007 
Suzie. 
Why did you choose Brad Pitt? 
Because I want to choose a book that I want to know about him because I think I want to 
meet him.. the picture looks younger and so I like the movies so I want to read it.  
Good pictures? 
+H¶VUHDOO\\RXQJKLVIDPLO\+HGLGQ¶WWKLQNDERXWEHFRPLQJDFWRUZKHQKHZDVWHHQDJHU
EXW,KDYHQ¶WUHDGLWDOO%XWKLVIDYRXULWHPRYLHZKHQKHZDVKLJKVFKRROVWXGHQWVR,WKLQN
maybe he decided to become actor when he watched the movie. 
Which movie? 
Butch Cassidy and the Sundance Kid. 
Have you ever seen it? 
No. Is it love story? 
Not really..  So what were you reading before Brad Pitt? 
I forgot!  
6RKDYH,ZHUHQ¶W\RXUHDGLQJ«\RX¶YHILQLVKHG)RUWXQH¶V)RRO" 
<HV«DK)OXWH The mystery flute. 
Did you enjoy it because it was a mystery? 
Yes. But it was difficult to understand. 
Why? 
It was green level but there were many reasons and changing quickly.. 
Complicated story? 
Yes. But about middle of story I thought give up. But I continued because I wanted to know 
the result. 
+RZGLG\RXIHHOZKHQ\RX¶GILQLVKHG" 
Satisfied. 
Did you read the Kobe Connection? 
I want to but not yet. 
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Appendix 4d: Transcripts -­ Steve 
Steve 
 
<RX¶YHEHHQKHUHWZR\HDUVQRZWHOOPHKRZ\RXWKLQN\RXUreading has changed. 
When I first came here I thought reading was only books and newspapers and things. But 
QRZ,KDYHOHDUQHGWKDW\RXFDQDOVRUHDGRQWKHLQWHUQHW,¶YHEHHQUHDGLQJDORWRIDUWLFOHVRQ
OLQHWKDW¶VWKHWKLQJWKDW,VSHQWWKHPRVWWLPHRQRWKHUZLVH,¶YHUHDGERRNV/DVW\HDU,UHDGD
book written by Margaret Mahy, The Kaitangata Twitch. I got it out of the library and I 
KDYHQ¶WILQLVKHGLW\HW 
You like MM? 
I enjoyed reading Memory, which I had to read in class. Actually the end was not what I 
pictured. I like surprises but it has to follow the story. 
<RXWKRXJKWLWGLGQ¶W" 
Yes. 
You like to be critical? 
Yes, I like.  
You used to like reading French poetry.. do you read that now? 
1R,GLGQ¶WKDYHWKHFKDQFH 
I must give you some. I gave yoXWUDQVODWLRQVRI)UHQFKGLGQ¶W," 
%XW,GLGQ¶WILQGWKDW«QRWPRGHUQ 
Do you find if the language is not good does that affect your judgement? 
What do you mean? 
,I\RXWKLQNLW¶VQRWZULWWHQZHOO 
,ILW¶VQRWZULWWHQZHOO,¶OOEHPRUHFULWLFDO 
What PDNHV\RXWKLQNLW¶VQRWZULWWHQZHOO" 
The writing style. Like MM she uses a lot of alliteration and that makes the reader keeps 
ZDQWLQJWRUHDGDQGORWVRIVLPLOHVDQGWKHZULWLQJVW\OHLVUHDOO\LPSRUWDQWWRPH,IWKHUH¶V
QRWPXFKLILW¶VQRWWKDWJRRG,ZRQ¶WNHHSUHDGLQJLW 
I think MM is quite funny.. do you like that? 
(YHQLQDVHULRXVVWRU\,WKLQNZHQHHGVRPHNLQGRIVHQVHRIKXPRXURULW¶VGHSUHVVLQJ 
Are there any other writers in English that you like? 
,GRQ¶WUHDOO\UHPHPEHUWKHDXWKRU¶WQDPH« 
When you finish your studies will you want to read more fiction or non fiction? 
Fiction. I really like those. Supernatural and mysteries. I really liked the last MM, there was 
OLNHWKDW,W¶VVXSHUQDWXUDOEXWVWLOOUHODWHGWRUHDOWKLQJVVR\RXIHHOit could happen. Even 
though it was a book for children. 
,W¶VQRWH[DFWO\IRUFKLOGUHQLVLW"+DOIDQGKDOI 
There are some other MM books in the library.. the Haunting. And the Changeover.   
0\IULHQGKDVJRWWKH&KDQJHRYHUDWWKHPRPHQWVR,FDQ¶WUHDGLt. 
:HOO6WHYH,¶GEHWWHUQRWNHHS\RXIURP\RXUOXQFK+DYHDJRRGKROLGD\ 
 
 
24th May 2007-05-25 
Steve (reading a poetry collection) 
,OLNHGLWEHFDXVHWKHVHDUHDOONLQGVRIZRUNEXW,OLNHORYHSRHPVDQGWKHUHDUHQ¶WDQ\KHUH 
I  liked my Shadow.  
7KDW¶s RLS.. 
I found other poems in my laptop because I have a typing programme and there are poems on 
that. 
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Any other poems that you like? 
1RQHLQWKHOLEUDU\,GRQ¶WXQGHUVWDQGWKHZRUGVMXVWWKHUK\PHULPH,OLNHWRXQGHUVWDQG
how they make their poem. In French there are lots of rules for making poem, so I try to 
XQGHUVWDQGKRZWKH\PDNHWKHLUSRHP5K\WKPDQGV\OODEOHV,WU\WRFRXQW,W¶VGLIILFXOWIRU
me to find the good sound.  Is there some poems in French translated into English? 
Who do you like in French? 
Victor Hugo. Jean de la Fontaine.. fables. I like fables. 
Anyone modern? Prevert? 
Prevert is difficult in French. 
Perhaps songs.. Brassens? 
Steve 
(has been reading my Oxford book of French verse with English translations) 
It was interesting because the translation in English was translated word for word. I think if it 
ZHUHUHDO(QJOLVKLWZRXOGEHEHWWHU,W¶VQRWSRHWU\ 
,¶OOWU\DQGILQGVRPH0D\EH\RXFRXOGWU\WUDQVODWLQJ(QJOLVKLQWR)UHQFK" 
Just for the words.. try to find a word which is good for the poetry. 
,FKRRVH9LFWRU+XJR¶VSRHPVEHFDXVH,NQRZWKHPLWLVJRRGIRUP\(QJOLVKEHFDXVHLWLV
good for the words.    Before I read the English I try to translate in my head.. then I read the 
English and compare.  I like love stories. 
Do you prefer them to be sad or happy? 
Sometimes sad, sometimes happy. 
Dr Jekyll and Mr Hyde.. have you finished that? 
Nearly. 
What will happen next? Does he kill her? 
<HV%XWWKH\GRQ¶WILQGKLP 
Do you know his secret? 
Yes, I know. 
What is it? 
He is Dr Jekyll and Mr Hyde. So the other is not. 
So take a book on your break. 
OK. 
 
June 11th  
Steve 
 
,GLGQ¶WUHDGWRRPXFKRYHUWKHEUHDNQHZVSDSHUVDQGPDJD]LQHV$QG,ZHQWWRWKHFLQHPD
3LUDWHVRIWKH&DULEEHDQ,W¶VORQJEXWJRRG 
,GLGQ¶WILQLVKDr Jekyll and Mr Hyde, because it was in my room and I was rarely in my 
room. It was a good break.  I just read newspaper headlines. 
What do you want to read next? 
,GLGQ¶WWKLQNDERXWLW,ZDQWWRFKDQJHWKHNLQGRIVWRU\KDYHVRPHWKLQJGLIIHUHQW,¶P 
interested in fables, I like Jean De LaFontaine.  For my presentation I think I will introduce a 
book that is easy to read and explain.... Frankenstein is more interesting than Dr Jekyll and 
Mr Hyde.  
Is that easy for you? 
,FDQXQGHUVWDQGLWEXWLW¶VQRW WRRHDV\,WU\WRXQGHUVWDQGE\FRQWH[W,GRQ¶WORRNLQWKH
GLFWLRQDU\,ILW¶VUHDOO\WRRKDUG,ORRNRUILQGDQRWKHUERRN 
 
June 18th 
Steve 
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7KHUHDUHJRRGVWRULHVEXW,GRQ¶WNQRZLIWKH\DUHUHDOVWRULHV 
Do you believe they are? Tell me about your favourite. 
I like all of them. The feeling is strong for all of them. 
Tell me about this man with 2 shadows. Why has he got them? 
,GRQ¶WUHPHPEHU7KLVVWRU\LVJRRGZLWKDSDLQWLQJWKDWLVOLNHOLIH 
And one about money who disappeared.. and there are many kinds of ghosts who are nice or 
bad, and in this story there is a nice ghost, because he has to find money.  
I like the character.. the man who died and come back from the dead he was a bad man. And 
a bad ghost. But when he comes back he becomes nice but not for a long time. When he is 
DOLYHKHWULHVWREHJRRGEXWKHFRXOGQ¶W6RKHGLHG 
Do you believe in ghosts? 
Yes. 
So these seem real? 
Yes. 
Would you recommend these stories? 
Yes, because they are not difficult to understand.There are many good stories and they seem 
real. It is not a scary book. 
Is there anything you would say to these characters? 
,ZURWHVRPHWKLQJ,ZRXOGVD\KHZDVOXFN\WRFRPHEDFNIURPWKHGHDGWKDW¶VZK\KH
GLGQ¶WFKDQJH6RKHRXJKWWREHEHWWHU 
My question is, is it real? And also when it was.. about 1800. I like something to think about... 
mysteries or ghost stories. 
 
25th June 
Steve 
Ghost stories. 
0\ERRNLVWDOHVRIWKHVXSHUQDWXUDO7KHUHDUHVL[VWRULHVEXWWKHVHVWRULHVDUHQRWYHU\LW¶V
strange but in the stRU\LW¶VQRUPDOMXVWZKHQ\RXUHDGWKHHQGLW¶VVWUDQJH,W¶VDVWUDQJHERRN 
Disappointing? 
Yes. I read the second story and talk about a father and his son and the son goes to Australia 
and after that his father dies and when he comes back to other story +DZ3DU9LOODLW¶VOLNH
a museum. 
That sounds like China. 
Singapore. And when he goes back with his family in the Haw Par Villa he saw a painting of 
someone who looks like his father. And .. yes.  Not so good.  The book before was better.  
 
July 7th 
Steve 
The fall of the house of Usher.. my new book that I chose yesterday. 
I chose it because my last book was strange stories and this looks like strange story.. scary.  
Had you heard of the writer? 
No. 
Tell me about the last one. 
There were six stories, but some of them were not interesting. But the last one was about a 
EDQVKHH,GLGQ¶WNQRZDERXWDEDQVKHHVR,ZDVLQWHUHVWHG7KHEDQVKHHLVDNLQGRIJKRVW
who comes at the time of death, to warn that there will be a death in the family. So someone 
will see the banshee and they will know. They know that there is someone in the family who 
is going to die. The banshee has a special scream. And the banshee is an ancestor of the 
family who is very old.  
What will your presentation be about? 
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Frankenstein, because it is the only book that I really understood.  
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Appendix 4e: Transcripts -­ Tommy 
Dec 2008 
Transcription ERP Tommy (library) 
 
When you choose a book what makes you choose it? 
Title and er level..label. 
Cover? 
Yes, yes, cover. 
What have you been doing? Why are you so sleepy? 
I have a lot of assignments now so I did assignments last night.. 3am .. so I went to bed last 
night around 5am. 
6R\RX¶YHMXVWJRWXSDQGKDYHQ¶WKDGEUHDNIDVW" 
Yes lunch time is breakfast. 
So were you reading anything for your assignments? 
No only handouts. 
Did you have to do any research? 
Yes I researched about environment NZ.. I had to research about eco tourism. But the article 
is English so too difficult for me. 
Where did you find the article? 
Internet. 
Do you get books out of the library for eco tourism? 
,GLGQ¶WILQGDQ\WKLQJ 
Everything has been difficult recently? No pleasure reading? 
No, I have pleasure reading but short time in English. 
What have you been reading for pleasure? 
Japanese and non fiction. 
What topic non fiction? 
History of humans. 
Where did we come from? 
Um.. I ..usually Japanese samurai. My favourite. 
Were your ancestors samurai? 
No (haha)..  
7KLVLVSUREDEO\WKHODVWWLPH,¶OODVN\RXDERXW\RXUUHDGLQJVRGR\RXWKLQN\RXUUHDGLQJKDV
changed since you came to IPC? 
,GRQ¶WIHHOFKDQJHUHDGLQJWKHERRN,GLGQ¶WVWXG\KDUGVRP\(QJOLVKLVQRWVWLOOLPSURYHG 
How is the TOEIC? 
TOEIC is 505 but the score is not  my effort. 
You could do better? 
Yes. So I know I have to work but this college has many Japanese students .. there are 
international students but my h   already change so I could speak.. I spoke Japanese every day. 
But I go to Queenstown so I must improve my English skills. 
Do you think your reading might change in Queenstown? 
Maybe. 
You are interested in Eco tourism? 
1R,¶PQRWLQWHUHVWHGLQ7RXULVPEXW,ZDQWWRJRWR4XHHQVWRZQ,ZDQWWRJHW
stockbrocker and do business papers. 
Ah, do you understand the financial crisis now? Where should I put my money? 
NZ dollar is very low now and Japanese yen is very strong so I think America is centre of 
EXVLQHVVDOORYHUWKHZRUOGVR,GRQ¶WKDYHJRRGLGHDV 
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<RXZLOOKDYHWRLI\RX¶UHJRLQJWREHDVWRFNEURNHU+RZGR\RXILQGRXWDERXWWKH\HQDQG
the dollar? 
Internet. 
So you have to read something. Do you read in Japanese? 
NZ dollar is English but Japanese is Japanese. 
Your reading is related to money at the moment. But you liked the romance .. the story I gave 
you. 
Yes I liked the story. It is easy to read.  
It will help with your speaking if you read something like that. 
6R,ZDQWWREHPRUHVLPLODUWRVWRU\EXW,KDYHPDQ\DVVLJQPHQWVQRZVR,FDQ¶WUHDG 
When term finishes come to the library.  
Are you going back to Japan before Queenstown? 
Yes, on the 27th December. 
Can we just finish this? When you enjoy reading a book, what do you enjoy about it? 
Find a new idea. 
<RXWROGPH\RXOLNHGWKH.REHVWRU\EHFDXVHLWZDVOLNH\RXUOLIH6RFDQZHSXWµUHODWHGWR
P\OLIH¶" 
2.:KDWGRQ¶WHQMR\«ERULQJ 
What makes you want to  read a book? 
Ah! Author! 
When you read Japanese manga, you choose writers? 
Yes. 
Topic? 
Yes.. love, action, crime.. anything interesting. 
 
 
TOMMY interview 1/7/08 
 
Do you like the cold weather? 
<HV6RUU\,GLGQ¶WUHDG 
'RQ¶WEHVRUU\,MXVWZDQWWRNQRZZKDW\RXDUHUHDGLQJ:KDWDUH\RXUHDGLQJIRU5RVLH¶V
class? 
Jumanji. 
,UHDGWKDWDQG,FRXOGQ¶WXQGHUVWDQGLWDWDOO 
,UHDGDQRWKHUERRNEXW,FDQ¶WUHPHPEHUWKHQDPH 
Tell me something about it. 
The story not true story so fiction and fun.  The book has a lot of stories, short stories, so 
many characters.  
What was the best one? 
Flying the cow. 
&RZVFDQ¶WIO\ 
The story.. the man is driving the car and the cow appeared in front of the car so he crashed 
into the cow. The place is on a bridge so the cow fell down into under the bridge. So someone 
saw the cow and thought the cow was flying. 
What happened to the cow? 
Died.  All people think the story is fiction but it is true story so the story is interesting for me. 
Was that your favourite one? 
Yes. 
Were the other stories good? 
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Yes .. the other one.. there is a man who is working in a factory.. the factory.. the factory has 
many employees. The man is employer, so employees dislike him. The man likes hats 
especially black hats. The man puts on the hats. Some employees bought black hats, same 
design but size is different. One day an employee changed his hat.. the hat looks like his  but 
WKHVL]HRIKDWVLVGLIIHUHQW(PSOR\HHGLGQ¶WUHDOLVHVRKHWKLQNVWUDQJHZKHQKHSXWRQWKH
hat. 
Was it too big or too small? 
%RWK6RRQHGD\LW¶Vbig, one day small. The man thought my brain has changed everyday, 
so finally he went to a doctor and said my brain has changed but doctor said that there is not 
sickness. Maybe stupid. 
Ah. Did the employer treat his employees better after? 
Just the story, ,GRQ¶WNQRZZKDWKDSSHQHGDIWHUWKDW 
<RXOLNHVWRULHVDERXWMRNHVGRQ¶W\RX" 
Yes. 
<RXOLNHGWKHRQHDERXWQRVH\GLGQ¶W\RX" 
<HV,WKLQNVREXW,OLNHVWRULHVRISHRSOH¶VKLVWRU\ 
Did you finish the Kobe story about the school? 
Yes, I liked that. Everything ended happy and I could read easy.  
<HVDQGWKDW¶VQRWYHU\HDV\<RXVKRXOGEHLQDKLJKHUFODVV<RXKDYHWRZRUNKDUG 
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APPENDIX 5 
Appendix 5a: Lesson Plan 1 for Pilot Class 
Lesson plan 1 for PILOT CLASS 
3rd March 9.30 T5 
 
 Introduce self and project 
 Tell me about yourselves; who you are and if you read in your free time 
 How can you help me? 
 ,¶GOLNH\RXWRILOOLQDTXHVWLRQQDLUHIRUPH 
 ,¶GOLNHXVDVDFODVVWRVWDUWUHDGLQJDJUDGHGUHDGHUDQG,¶GOLNH\RXWRGRVRPH
talking and writing about it. 
 
:H¶OOILOOLQWKHTXHVWLRQQDLUHWKLVPRUQLQJ1H[WZHHN,¶OOWHDFK\RXIRURQHKRXURQ
7XHVGD\7KXUVGD\DQG)ULGD\ZKHQZH¶OOGRVRPHUHDGLQJZULWLQJDQGWDONLQJDERXW
reading, together. 
 
The questionnaire is in English and Japanese.  Most of it is like this (OHT modelled). The 
last 4 questions are ones you need to write something for. You can use English or Japanese, 
as you wish. 
(hopefully Hira will help Amanda). Amanda, you may reply in Indonesian if you wish. 
 
For those who finish early, give out copies of the Frankenstein cover.  Ask them to predict 
the story from the front cover.  Then look at the back to see if you were right.  
 
The lesson went to plan. Some of the students knew the story already from the 
movie, and they were all able to predict something about it from the cover 
picture.  Words elicited at this stage were monster, kidnap, horror, murder. They 
also said that the ending would not be happy. There seemed to be a general 
feeling that they wanted to know what would happen, however.  
 
 
 
Lesson plan 2 for PILOT CLASS. 
Tuesday 6th March 2007 LIBRARY 
 
 Issue books 
 Mary Shelley 
 LOOK at pictures: what do they have in common? (a picture of the monster and one 
of Mary Godwin Shelley). 
 DO CLOZE of following passage 
 
In the summer of 1816, an eighteen year old English girl called Mary Godwin travelled to 
Switzerland with her half-sister and a young poet called Percy Bysshe Shelley.  There they 
met another poet who was already famous, Lord George Byron.  They rented a villa by Lake 
Geneva and spent long evenings talking about life, and how it began.  One weekend the 
group decided that they should all try to write a ghost story. That Saturday night, Mary had a 
terrifying dream. 
 288 
 
 
6KHZURWHLQKHUMRXUQDOµ:KHQ,OD\GRZQRQP\EHG,KDGDfrightening dream.  I saw a 
pale student kneeling beside the ugly monster he had made. There was a sound of metal and 
the monster began to move. The student was terrified, and ran away from the monster.  He 
hoped that it would not live.  He went to sleep, but when he woke up the monster was 
VWDQGLQJE\KLVEHGVLGHORRNLQJDWKLPZLWK\HOORZZDWHU\ZRQGHULQJH\HV¶ 
 
Mary opened her eyes in terror.  She could not stop thinking about the terrible creature.  Then 
she had an idea for her ghost story. She thouJKW¶:KDWWHUULILHGPHZLOOWHUULI\RWKHUV,RQO\
QHHGWRGHVFULEHWKHPRQVWHUIURPP\GUHDP¶ 
She began her story the next day and Frankenstein, the story of a monster created by a student, 
was published two years later in 1818. 
 
I think that it was a mistake to do this passage as a cloze; it took too long and 
detracted from the general interest. Next time I will divide it up and mix the 
sentences and they can re-order them to make sense of the passage. 
 
Details about Mary Shelley: Running Dictation 
This worked well; the dictation was also a jigsaw activity, done in pairs, which involved 
everyone. They were interested especially in the fact that Mary had written the story at the 
age of 18.  
 
Look at a bit of the video. Does it help to predict? 
The video was a bit difficult to pinpoint. I wanted to show firstly, the part where 
)¶VPRWKHUGLHVZKLFKWKHGLUHFWRUGHFLGHGZDVWKHSLYRWDOSRLQWZKHQ)
decides his mission is to create life, and then the bit where F realises that 
electricity from lightning can bring an inanimate thing to life.  Choice of these 
parts did seem to  influence the subsequent reading of the story. 
 
BEFORE READING: p 60 Do 1 & 2 
We did Qu 1 as a class, and then I divided the sentences from Qu 2 among the 
class so that each pair had 2 sentences.  These tasks had the effect of raising 
awareness, but we did not spend too much time on them. 
 
Class read the introduction: 
 
Was it easy? 
What did you do first? 
Did you look up words? 
How quickly did you read? 
 
They did this fairly quickly; I should say they read at about 200 wpm on 
average. The ones who finished early had a go at doing qus 1-4 and seemed to 
think it was helpful to do them.   
 
Then do qus 1-4. 
Did it help to do questions? 
What STRATEGIES do you think you should use when reading? 
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READ as much as poss for homework.  
 
At the end of the class we brainstormed some strategies for reading; they agreed that they 
VKRXOGQ¶WORRNXSHYHU\ZRUGWKH\GLGQ¶WNQRZWKH\VKRXOGSUHGLFWDQGWKH\FRXOGORRNDW
the end of the chapter before they had read the whole thing, to see if their prediction was 
going to be accurate. 
 
 
Lesson Plan 3 for PILOT group 8th March 2007 T5 1.30-2.30 
 
How much have you read? Was it hard? What do you think will happen in the end? 
Together read the extract 2: do it as a role play? 
We did not do this as a role play  in the end, but I might try it in future; 
Divide the qus in Intensive reading 2 up between pairs: 1/5, 2/6, 3/7, 4/8 
 
WHAT do you think will happen in the end? 
Do you care? 
Is this story interesting? 
What makes it interesting? (prompt them if nec: people, story, ideas, hard/easy language, can 
you imagine it in your head? Do you like the pictures? Do they suit the story?) 
,ILWLVQ¶WLQWHUHVWLQJZK\"+RZFRXOGLWLPSURYH" 
6800$5,6(:+$7¶6,03257$17WR<28Zhen you read a book? 
BRAINSTORM a list of categories.  
 
What is a READING RECORD? 
WHY might you make one? (quickly jot down 3 reasons..) 
7RUHPHPEHUZKDW,¶YHUHDG 
To have a sense of achievement 
To see this time next year how much MORE I can read.. 
To help me choose the next book 
To RECOMMEND books to others, or to tell them NOT to read books! 
 
+DYH\RXHYHUKDGWRNHHSDUHDGLQJUHFRUG",¶PJRLQJWRJLYH\RXDQH[DPSOH 
So what do we need for EACH ? 
Title: Author:Level?:No of pages: How long you took to read it :  Star rating: 
 
7KHQ,¶OOJLYH\RXVRPHSDSHUDQGLQSDLUV\RXDUHJRLQJWRFUHDWH\RXURZQIRUPIRUD
UHDGLQJUHFRUGEXW\RXPXVWXVHWKHLGHDVZH¶YHWKRXJKWRIRQWKHERDUG 
Do we have any designers in the class? If not, 
Give me your desiJQVDQG,¶OOWU\WRFRPHXSZLWKDUHSRUWIRUPIRUWRPRUURZZLWK$OWKHD¶V
help. 
 
The questions gave rise to some interesting discussion about the monster and the issues in the 
story. One student cited dynamite as an invention that might have had unforeseen results.  
We brainstormed the factors that they thought should be included in a reading review (the ss 
wanted to call it that, rather than a record) and they were given sheets of paper so that, in 
pairs, they could create their own reading review format.  This they did. Some of them 
wanted to finish it after class, so they took it away with them.  
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PILOT class 4: final lesson 9/3/07 
 
Look at reviews: They should contain: 
 
Book title 
$XWKRU¶VQDPH 
No of pages 
How long it took to read 
 
Brief summary of book: who, what, when, why, where, how? 
 
Your opinion: why you think that? 
 
Star rating 
 
SS write their review in the forms they created. 
Interviews are recorded in turn. 
 
3URPSWVZKHQVVDUHEHLQJUHFRUGHGLIWKH\GRQ¶WVSHDNVSRQWDQHRXVO\ 
 
How many pages have you read? 
Was it hard? 
Tell me about the story so far? 
Who do you like? Why? 
:KRGRQ¶W\RXOLNH":K\" 
What was interesting? 
What questions do you want to ask about it? 
Would you recommend it to your friends? Why?/not? 
Star rating so far? 
 
I encountered a technical hitch here and the recording did not work. However, based on 
PHPRU\DQGWKHVWXGHQWV¶ZULWWHQUHYLHZVKHUHLVZKDWFDPHRXWRIWKHLQWHUYLHZV: 
 
Design of their reading reviews: what they thought important to include in a reading review, 
in addition to what I had elicited in class: 
$XWKRU¶VDJH 
Most important ideas 
:KDW¶VLQWHUHVWLQJLQWKHVWRU\ 
Write your most interesting part of the story, and draw it. 
Think what happened AFTER the story, and draw it. 
 
What they thought important in the story from the reviews and interviews: 
It should be understandable. Easy vocab. 
,WVKRXOGLQFOXGHLPSRUWDQWµXQLYHUVDO¶WKLQJVVXFKDVOLIHGHDWKORYHUHVSRQVLELOLW\
loneliness 
It should evoke some sort of emotion; pity, judgement 
It should be interesting enough that you care what happens 
It should be interesting enough that you might think of an alternative plot (Frankenstein 
buries the monster before it does any harm; Frankenstein and the monster cooperate to help 
mankind.) 
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Appendix 5b: ERP Introduction  
*UDGHG5HDGHUV(53,3&)RXQGDWLRQ*URXS-XOLH¶V&ODVV7HUP$SULO 
 
Lesson 1: 
 
Meet in Library if poss. 
*LYHRXWSKRWRFRSLHVRIFRYHURI'DQWH¶V3HDN 
PREDICT: 
Elicit VOLCANO/PEAK/ MOUNTAIN 
Explode/erupt 
What KIND of story? (genre) 
 
 
RUNNING DICTATION: 
Volcanoes are mountains which sometimes explode. 
When a volcano explodes, we say it is ERUPTING. 
If a volcano has not erupted for thousands of years, we say it is EXTINCT.   
If a volcano has not erupted recently, but might erupt in future, we say it is DORMANT. 
If a volcano is erupting NOW, or has erupted recently, we say it is ACTIVE. 
'DQWH¶V3HDNLVDYROFDQRLQ1RUWK:HVW$PHULFD 
Some scientists study volcanoes.  
+DUU\'DOWRQLVDVFLHQWLVWZKRJRHVWRVWXG\'DQWH¶V3HDN 
Harry thinks the volcano is going to erupt soon. 
3DXO'UH\IXV+DUU\¶VERVVWKLQNV+DUU\LVZURQJ 
But if Harry is right, how many people will die? 
 
 
6KRZPDSRIORFDWLRQRI'DQWH¶V3HDN 
Where else in the world are there volcanoes? 
*(Map of Fiery Ring). 
*New Zealand. 
Which one erupted recently? 
Ruapehu in 1997 
What other things happen when a volcano erupts? 
GEYSERS (guisers)  
Lakes and rivers become hot, change colour. 
EARTHQUAKES 
*Picture of VOLCANO 
 
ISSUE BOOKS 
Ss look at pictures and read blurbs. 
QUESTIONS before story. 
 
G reads part 1 on p 1 
SIGNAL questions: 
Who was Marianne? 
Why did Harry work too hard? 
G reads part 2 
SIGNAL questions: 
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What does Paul Dreyfus want Harry to do? 
Why does he want Harry to do this? 
:DV'DQWH¶V3HDNDELJWRZQ" 
Who does Harry ZDQWWRILQGLQ'DQWH¶V3HDN" 
 
PREDICT: 
What can you say about Rachel Wando? Do you think Harry will like her? 
 
OK, now you are going to read Ch 2. WITHOUT dictionaries. TEN MINUTES 
 Try to predict: Harry meets Rachel. Rachel makes her speech for the newspaper. 
,WLVQ¶WYHU\ORQJLWKDVDERXWZRUGVLQLW 
ARE YOU GOING TO READ EVERY WORD? 
:KDWDUH\RXJRLQJWRGRLI\RXGRQ¶WNQRZDZRUG" 
Think of a question YOU want to ask abouW&KDQGZULWHLWGRZQZKHQ\RX¶YHILQLVKHG
reading. 
 
Ask for SS questions. Put on board and they write answers. 
Signal Questions for Ch  2: 
Why is Rachel Wando doing in the picture? 
What is she getting ready for? 
Why is the meeting important for the towQRI'DQWH¶V3HDN" 
:K\GR\RXWKLQNLW¶VLPSRUWDQWWKDW.DUHQ¶VQHZVSDSHUOLNHV'DQWH¶V3HDN" 
 
REPORTING on reading. 
You are going to keep a reading record of all the books you read in all your classes at IPC.  
6RDIWHU\RX¶YHUHDGDERRN\RXVKRXOGZULWH some thing about it on a reading report form.  
What should we write on our forms? 
Name, author, publisher, level 
+RZPDQ\ZRUGVSDJHV\RX¶YHUHDGLQDZHHN 
Your opinion: did you like the story? Characters? Setting? Why? Why not? Do you want to 
finish it? Would you recommend it to friends? 
What else can you say about it? Can you write a summary? Do you like the writer? 
IN PAIRS, I want you to design a reading report form with the questions that YOU want to 
answer when you read a book. 
 
FINISH for HW 
Also read chs 3&4 
Signal Questions for Chs 3& 4 
LOOK at reading reports.  
FILL them in as far as you can.  
THURSDAY: G will conduct interviews while others are reading.  
MONDAY: they should have finished the book. Concept questions: do in class. 
Any other questions? 
 
Go onto The Death of Karen Silkwood? (if class sets). 
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